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Abstract of Thesis
The Effect of Role Play on Year 9 Students' Creative Writing
By Kerry Mulholland

This thesis investigated the effect of the teaching strategy of role
play on Year 9 students' creative writing and attitudes towards
creative writing in the English classroom. The aim of the research
was to compare role play, as a student-centred strategy, with the
more commonly used strategies in the teaching of writing in the
secondary English classroom, and explore and measure the
effects. An experiment was conducted with a class of 32 students
of average to above average abilities, divided into two groups:
one was taught creative writing through role play while the other
group was taught by a variety of traditional teaching strategies.
The research design incorporated a pre-test - intervention - posttest design with the creative writing programme being the
intervention.

A mixed-method approach was used to obtain

quantitative and qualitative results.

Two main self-designed

instruments measured the quantitative results: (1) prose-text measuring the creative writing achievement and attitudes (2)
questionnaire - measuring attitudes. The findings were (1) the
role play students performed significantly better than the traditional
students in creative writing achievements

(2)

the role play

students had more positive attitudes towards creative writing as
measured by the prose text instrument; however the other findings
showed no significant difference.
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CHAPTER 1

Introduction

Broad Background to the Study

The background to the study involves the two major educaticnal
fields of English and Drama, both within the broader field of
Educational Psychology. The study refers to concepts such as the
major schools of thought that are operative in education and the
nature of teaching strategies being utilised in secondary schools.

Broader concepts, such as the nature of the prevailing society and
its influences, are also recognised as having an impact upon all
aspects of education. While acknowledging such concepts, it is
beyond the scope of the current study to discuss such a broad
background, other than to refer to those factors that are highly
relevant to the direct purposes of this study.

Schools of Thought

Within the field of educational psychology various schools of
thought propose theoretical positions together with associated
teaching implications and practices.

Accoruing to Langford

(1989) five major schools of thought can be categorised in the
literature. Behaviourism and Humanistic Psychology are the two
schools of thought of particular relevance to this study. Woolfolk
(1990) offers a simple definition tor behaviourism: behavioural
learning theories focus on observable behaviours rather than on
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internal events such as thinking and emotions.

By contrast,

humanistic psychology (or more simply, humanism) has a focus
on internal events (emotions and thinking), and on the individual
as a social being (Miller, 1990). If the various schools of thought
are depicted on a continuum, behaviourism and humanism
represent polarised and antithetical extremes.

Behaviourism can also be depicted as treating the student as an
empty vessel in which a teacher can pour information (education
as a product), while humanism treats the student as a maker of
meanings who interacts with a teacher and his/her environment
(education as a process).

Another simplification aligns

behaviourism with teacher-cemre,j learning (the teacher has the
controls) and humamsm wrth student-centred learning (the
student has the controls). Behaviourism also supports the view
that individuals need to be disciplined by others (people basically
cannot be trusted) while humanism supports the view that
individuals can discipline themselves (people basically are
trustworthy). The applicationsNariations are incorporated on the
schools of thought continuum as illustrated in Figure 1 below:

2

BEHAVIOURISM

I
_

HUMANISM

other schools of thought

back-to-basics

whole person
process

product
teacher-centred

student-centred

needs discipline

self-discipline

Figure 1. Schools of thought continuum.

Theories and practices of the various schools of thought have
been and are the subject matter tor on-going debate both by
professionals and lay people. The adoption of particular schools
of thought and their associated practices affects what and how
teachers teach and what and how students learn.

Discussion of the major schools of thought involves considerable
simplification within the scope of the current study. Literature on
educational psychology and its various schools of thought has
been extensively dealt with elsewhere (Langford, 1989; Woolfolk,
1990) and will only be referred to where it is highly relevant to the
direct purposes of the current study.
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The Social Context

In highlighting educational psychology as the broad background
for the current study there has been a recognition of the impact of
prevailing societies and their ideologies upon education.

An

educational system is influenced not only by the prevailing
schools of thought in educational psychology, but also by
influential groups such as parents, government bodies, industry,
the business sector, workers' unions and churches.

There is presently a strong push from many parents, industry, the
big business sector and workers' unions to focus on a back-tobasics education. Back-to-basics education can be more readily
aligned with behaviourism than the other schools of thought
because of its focus on students being trained to attain basic skills
(rather than attending to all areas of an individual's development).
Back-to-basics education is also aligned with economic-rationalist
theories where educational outcomes are tailored to suit the
needs of industry (education as a producer of workers).

This

back-to-basics approach contrasts strongly with the humanistic
approach to education. Thornburg (1984) in discussing the future
of education in America describes a situation that is currently
reflected in the Australian situation:

There is a nationwide cry for education to be more
relevant and have higher academic content. On the
one hand, there are back-to-basics advocates who
think children's abilities in math and science are
deficient; on the other, there are individuals who
plead for greater understanding of human behaviour
and human interaction in an increasingly complex
society. The developmental nature of schoolchildren
causes different capacities to emerge at different
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points. Thus, instructional strategies must shift. (p.
495)
Current major trends.

Teacher-training institutions have put

forward various theories and supported various practices
throughout the relatively short history of public education;
however currently trends generally support a teaching and
learning environment that is a blend of the schools of thought
more readily aligned with humanism than behaviourism. There is
~

recognition of the importance of student-centred learning in the

development of independent learners and creative thinkers
(Dewey, 1916;

Bruner, 1960;

Rogers, 1969;

Neville, 1990;

Miller, 1990). There is also a focus on the development of the
whole person (intellectually, emotionally, physically and
spiritually), most eloquently illustrated in the concept of selfactua/isation (Maslow, 1968). Self-actualisation is the attainment

of one's personal potential or self-fulfillment. Both these trends
incorporate views that recognise that individuals' personalities
and motives affect their learning (Langford, 1989). These trends
can be jointly viewed as a major trend which recognises the
importance of: (1) students having a central role in determining
and contributing to what and how they learn.

The second major trend is: (2) a recognition of the importance of
the social context in determining what and how students learn
(Langford, 1989).

It has been generally recognised by

educationalists that what happens in the school yard, at home and
in the wider community affects what and how students learn
(Dewey, 1916; Rogers, 1969; Glasser, 1969; Bandura, 1986;
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Miller, 1990). An individual's development can be hampered or
enhanced through the interactions the person has with others,
both at school and in the wider community.

Traditionally the majority of educationalists did not concern
themselves with the background of their students (including
issues such as cultural or socioeconomic differences). Emphasis
was placed on teaching students academic skills in an 'artificially'
isolated classroom.

Generally the social context was ignored.

Currently many educationalists recognise that education needs to
address the social context in regard to student's learning.

Current major learning goals.

Focussing on these two major

trends it can be seen that eacr, trend has an associated major
learning goal. The major learning goal associated with the first
trend is for students to become independent and creative learners
and thinkers. Because they have a central role in determining
their learning, their education should be highly relevant to them
on a personal basis.

Both their personalities and motives are

considered and they have the opportunity to develop their full
potential.

The major learning goal associated with the second trend is for
students to become enabled as social beings. Because they are
socially developed their education should be highly relevant both
to themselves and to their role in society. Their own backgrounds
have been considered in relation to other people's backgrounds
and they have the opportunity to further their understandings.
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Through social learning processes (such as collaborative
learning) students are enabled as social beings. An implication of
being socially enabled is that students have the ability to
contribute to and gain from society.

An education that meets tho needs of both individuals and their
society seems the ideal that most schools of thought would have
as an aim. The back-to-basics advocates, previously discussed,
may still consider that society's needs are greater than an
individual's needs. It is a matter for argument whether a back-tobasics education, or any approach focussed only on society's
needs, would be capable of addressing such needs. It is also a
matter for debate, on ideological grounds, whether the
educational needs of a

~ation

or of its individuals should take

precedence; however an education that meets both sets of needs
is the ideal proposed in the current study.

Matching Teaching Strategies To Learning Goals

It can be seen that education needs to be relevant to both the
individual and to their role in society in order to achieve the
desired learning goals. Related to making education relevant is
the matching of teaching strategies to learning goals. It is clear
that how teachers teach and in what context they teach affects
student learning (Bourke, 1989; Good & Brophy, 1991). The
basis for selecting the most appropriate teaching strategies to
match the learning goals is the process central to the purposes of
the current study: how best to teach students what they need to
learn so that they gain the skills relevant to themselves and to
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society.

Teaching strategies defined. A general discussion of examples of
teaching strategies will be made in order to determine what
teaching strategies are being used and whether they are
appropriate in matching learning goals. Teaching strategies (also
known as instructional strategies) are the methods or approaches
teachers implement in order to meet learning objectives (objective
is the more specific term for goal as used in the classroom
lesson). An example of the exposition strategy will be described.
It may be implemented to meet the following learning objectives:
(1)

describe the work of an anthropologist (2) identify what

problems/feelings the anthropologist experienced in her work with
the tribe (an adaptation of an example from Barry and King
[1993]).

The teacher could introduce the topic or review a previous lesson
on anthropologists.

She/he could talk aiJout the work of the

anthropologist and write notes on the chalkboard. She/he could
show the students pictures and ask the students questions. The
students could write a paragraph about the work of
anthropologists.

The teacher and students could discuss the

problems/feelings of the anthropologist.

Most examples of the exposition strategy would follow similar
steps to those described, varying mainly in the use of resources
and activities. This strategy is commonly referred to by teachers
as 'chalk and talk'. It would be commonly identified by teachers
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as the teaching strategy most used in classrooms.

An exposition strategy consists of four major steps: (1) setting the
scene

(2)

presenting the material

(3)

student activity

checking understanding/transferring material to real life.

(4)
The

typical scenario is for the teacher to transmit the information while
the students are passive receivers.

Barry and King (1993) in

describing this strategy highlighted its major limitation as its
tendency to 'be boring, over long and poorly presented' (p. 174).

A guided discovery strategy may be used to meet the following
learning objectives: (1) discuss predictions about characters and
events in a plot (2) report predictions and ideas (3) discuss the
reports in terms of the most likely predictions. An example of the
guided discovery lesson could be the teacher asking the students
to read the introduction of a short novel that introduces two
characters and a dilemma.

The teacher asks the students to

predict what may happen in the novel from what they know about
the characters. The students are asked to work in small groups
and come up with ideas to present to the class. The teacher offers
a structure lor profiling the characters and writes on the
ct1alkboard a simple method for presenting their reports.

The

students work 1n groups. The teacher is available for answering
questions and offering suggestions.

The groups present their

reports. The teacher and students discuss the ideas and choose
the most likely prediction/s.

The guided discovery strategy is described by Barry and King
9

(1993) as having three major steps:
problem

(2)

(1) the teacher sets the

students explore the problem

(3) teacher and

students discuss the problem and formulate conclusions. The
guided discovery strategy is a form of discovery learning (Bruner,
1960) which encourages students to discover basic principles
themselves. There is an emphasis on students being active in the
learning process (learning by doing). Students are encouraged to
form concepts or solve problems themselves with the teacher
being a facilitator rather than an authority. Barry and King (1993)
highlight its major limitation as not being suitable for transmitting a
lot of information efficiently.

Direct/indirect teaching strateg1es.

In comparing the two

strategies' characteristics it is clear that the exposition strategy is a
teacher-centred method while the guided discovery strategy is a
student-centred strategy. It follows that the exposition strategy is
more readily aligned with behaviourism while guided discovery is
more readily aligned with humanism. At this point it is important to
note that teaching strategies fall into two main categories. The
exposition strategy is in the category of direct teaching strategies
while, the guided discovery strategy is in the category of indirect
teaching strategies.

Flander's (1970) definition of direct teaching describes the
teacher using his/her authority to direct and control the lesson,
which is contrasted with indirect teaching where the teacher's role
is facilitatory and students are encouraged to have a central role
in controlling the lesson.

Subsequent research in teaching
10

(Dunkin & Biddle, 1974) has challenged such a clear distinction
being made about direct/indirect teaching;

however for the

purposes of the current study these two categories represent the
polarised extremes of a continuum along which lie the majority of
teaching strategies as illustrated in Figure 2 below:

INDIRECT

DIRECT

exposition

other strategies

guided discovery

Figure 2. Continuum of teaching strategies.

Direct strategies associated with traditional strategies.

Direct

teaching strategies based on behavioural models are those most
commonly used in classrooms and those most researched
(Bourke, 1989; Neville, 1990;

Miller, 1990).

Direct teaching

strategies are considered to be those designated as 'traditional
teaching strategies' for the purposes of the current study, because
they have been, and are the strategies most commonly used in
classrooms.

Indirect teaching strategies are considered to be

those designated as 'non-traditional teaching strategies' for the
purposes of the current study, because they have been, and are
the strategies least commonly used in classrooms.
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Currently research in the area of teaching strategies has pointed
to a recognition that teachers need to employ a variety of teaching
strategies in order to suit their own teaGhing preferences, the
subject matter, the objectives of a lesson, the needs of individual
students and the teaching environment (Brophy & Good, 1985;
Joyce & Weil, 1992).

Teachers need to have the skills to

implement the teaching strategies and also need to select the
strategy that suits the background of the students (Barry & King,
1993). These principles for selecting the appropriate teaching
strategy are also considerations of the current study's focus:
matching teaching strategies to learning goals.

Many factors impact on why teachers employ certain teaching
strategies.

While a teacher may wish to follow humanistic

practices, a myriad of other influences can impact on his/her
teaching. Examples of such influences could include the lack of
appropriate support

systems;

disapproval by school

administrators of teachers employing non-traditional strategies;
parental disapproval; and inappropriate classroom setting and
resources. Whatever the influences are on how teachers teach, it
is clear that teachers need to utilise various teaching strategies to
meet the needs of students.

Summary.

The broad background to the current study has

covered the major schools of thought that are operative in
education and the nature of teaching strategies being utilised in
secondary schools. It is clear that while current research points to
the necessity for teachers to use a range of teaching strategies
12

this is not the common practice, because teachers mainly use
traditional (direct) teaching strategies rather than a variety of
teaching strategies (including non-traditional or indirect).

It is also clear that the current two major research trends identified
in the literature indicated that teachers needed to: (1) incorporate
strategies which lead to students having a central role in
determining and contributing to what and how they learn, and (2)
consider the importance of the social context in determining what
and how students learn.

The two major goals respectively

associated with the current two major trends were identified as (1)
students become independent and creative learners

(2)

students become enabled as social beings.

It follows that because they are student-centred strategies and
often incorporate social processes (such as collaborative
learning), non-traditional (indirect) teaching strategies have the
potential to meet these two major learning goals.

Traditional

(direct) strategies are more commonly used in classrooms, yet
they have less potential of meeting the two major learning goals
than non-traditional strategies because they are teacher-centred
and less focussed on social processes.

The case will be now be made, in a further review of the literature,
for the basis of selecting the indirect teaching strategy of role play
as the most appropriate strategy for meeting the learning
objectives associated with creative writing achievement in a
secondary English classroom. Role play will be defined as to its
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usage in the current study. Role play will be firstly discussed in
terms of its relation to student-centred learning. Secondly, it will
be discussed in relation to drama in education. Thirdly, it will be
discussed in relation to the humanistic approach to education.
Finally, it will be discussed in relation to the creative writing
teaching practices in the English classroom.

Throughout the

discussion links will be made to the central focus question of the
current study: how best to teach students what they need to learn
so that they gain the skills relevant to themselves and to society.

14

CHAPTER 2

Literature Review

Background to the Study
Role play defined. A definition of role play by van Ments (1984)

illustrates a common understanding of the term:

The idea of role play, in its simplest form, is that of
asking someone to imagine that they are either
themselves or another person in a particular
situation. They are then asked to behave exactly as
they feel that person would. As a result of doing this
they, or the rest of the class, or both, will learn
something about the person and/or situation.
Situations may be simple or elaborate, familiar or
strange. (p. 16)
While van Ment's definition is considered a common definition of
role play, the following definition more clearly illustrates role play
as it is used in the current study. This definition incorporates the
further characteristics of risk-taking and the negotiation of role:

The students are involved here in dealing with a
problem where particularization [sic] of an attitude or
point of view will be one of the means by which the
participants will negotiate solutions to the problem.
Certain values, either real or deemed suitable for the
situation, will be tried out, and the students, seeing
that they are protected by the cover of role, will risk
expressing attitudes and points of view they might
not venture in Jess protected situations. (Morgan &
Saxton, 1989, p. 32)
It is important to note that role play as it is used in the current study
is a dramatic, rather than functional strategy. Role play is often
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used in conjunction with simulations which are more focussed on
training techniques and modifying behaviours (O'Toole, 1992).
The definition of van Ment's serves to illustrate this point as it is
taken from his teacher's handbook on the use of role play as a
training technique. There is often little room for negotiation of role
in simulation situations: 'behave exactly as they feel that person
would' (p. 15). Creative drama is only referred to as one of role
play's uses in his text; however it is this use that is integral to the
concept of role play as used in the current study.

A simple definition, as proposed by the researcher is: role play is
a dramatic strategy that provides students with the opportunity of
expressing ideas, feelings and actions in an imagined context.

Student-Centred Learning
Students as active participants. Role play is considered a student-

centred strategy because the students are highly active
participants in the learning process ( Miller, 1990; Joyce & Weil,
1992).

A model depicting teaching strategies on a continuum,

ranging from teacher-centred to student-centred strategies, is cited
in Barry and King (1993).

The model shows a breakdown of

teacher (T), student (S) and teacher/student (T/S) involvement at
the three main stages of a lesson (introduction, development and
conclusion).

In Figure 3 below the format has been slightly

adapted to suit the current study's needs and to include the
strategy of role play:
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(Model conceptualised by Churchlands College Lecturing staff, circa 1973)

Figure 3. Teacher and student involvement
in teaching strategies.

It is the researcher's assumption that role play was not listed
because it is not commonly used as a teaching strategy . Role
play, though, has an affinity with both the guided discovery and
imaginative strategies. Role play and guided discovery have three
main steps, previously described as: ( 1) the teacher sets the
problem

(2)

students explore the problem

(3)

teacher and

students discuss the problem and formulate conclusions.

Role

play is also similar to guided discovery because the teacher's role
is as a facilitator (or guide) rather than an authority. Students are
encouraged to make discoveries or form concepts themselves.
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Role play has an affinity with the imaginative strategy because
they share the major purpose of promoting creative thought and
natural expression.

There is also an emphasis on attitudinal

development, originality, spontaneity, problem-solving and the
development of fine motor skills (Barry & King, 1993).

Role play, guided discovery and imaginative strategies share the
characteristic of students being highly active in the learning
process. Students being active in the learn·lng process is also
linked strongly to the concept of students learning through
experience (learning by doing or a hands-on approach).

The

separate research of Piaget, Erikson and Bruner as cited in
Woolfoll< (1990) emohasiseu the importance of a hands-on
approach for enabling students to think logically and to solve
problems.

Three domains of learning.

Role play has the potential to

incorporate the three domains of learning. In Bloom's taxonomy
as cited in Woolfolk (1990) the three domains of learning are (1)
cognition (2) affective (3) psychomotor. The three domains,
simply defined, are respectively intellectual, emotional and
physical learning objectives.

Learning that involves all three

domains facilitates students' holistic (whole person) development.

In order to illustrate role play's potential to involve all three
domains of learning, an example of a role play lesson will be
discussed. The lesson previously discussed in the current study
as an exposition lesson will be presented below as Version 1.
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The lesson will be adapted to a role play lesson and will be
presented below as Version 2:
Version 1: exposition lesson
The teacher could introduce the topic or review a
previous lesson on anthropologists. She/he could
talk about the work of the anthropologist and write
notes on the chalkboard. She/he could show the
students pictures and ask the students questions.
The students could write a paragraph about the work
of anthropologists. The teacher and students could
discuss the problems/feelings of the anthropologist.

Version 2: role play lesson.
The teacher could introduce the topic or review a
previous lesson on anthropologists. She/he could
ask the students to do a role play about
anthropologists based on what they know and/or
imagine about anthropologists and their work. The
teacher is available for questions. Students work In
small groups on their role plays. Students present
their role plays to the class. Students in role as their
characters write a brief journal entry. The students
talk about their own and each other's role plays with
the teacher.
The learning objectives were the same for both lessons:
describe the work of an anthropologist

(2)

(1)

identify what

problems/feelings the anthropologist experienced in her work with
the tribe. Both lessons commenced with the same introduction:
the teacher sets the problem. In the body of the role play lesson
students work in small groups developing ideas for their role
plays. Students at this stage are mainly operating in the cognitive
and affective domains. They can review what they know, form
concepts and make connections in order to come up with ideas
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(cognition).

They can interact with each other socially in a

collaborative process in order to organise their role plays
(affective).

I~

presenting their role plays students can operate in all three

domains through their expression of ideas, feelings and actions.
Through actions and gestures, both fine and gross motor skills can
be developed (psychomotor). In both the writing and discussion
activities students can be operating in the cognitive and affective
domains through expressing ideas and feelings.

In the example of the role play lesson students have been highly
active and have had the opportunity to develop skills in all three
domains of learning. By contrast, the students in the exposition
lesson were basically passive and had much less opportunity to
develop skills in the affective and psychomotor domains of
learning: there was little social interaction between students and
little opportunity to develop motor skills.

Control and independent learners.

In the role play lesson the

students had the major control, in contrast to the exposition lesson
where the teacher had the major control. Control in this context is
linked closely to the concept of power.

Glasser's concept of

'control theory' cited in Hamachek (1990) highlights the following
points related to students having greater control in their learning
processes: (1) students who have a sense of their own power
and importance are more likely to become independent learners
(2) learning is more relevant for students because they have a
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central role (3) cooperative processes promote development in
problem-solving skills

(4)

students are self-motivated

(5)

students are self-disciplined (5) students can have important
psychological needs met (e.g. love, power, freedom and fun).

Room for creativity.

Creativity has been defined as imaginative

and original thinking or problem-solving in Woolfolk (1990). This
definition tends to restrict creativity to the cognitive domain.
Creativity is also evident in the affective and psychomotor
domains. In the role play lesson students have the opportunity to
be creative in all three domains of their learning.

The structure (or steps) of the role play lesson encouraged
students to express their own ideas initially. Later they had the
opportunity to learn from each other and the teacher.

The

teacher's role as a facilitator rather than an authority supported a
classroom environment where students could express ideas,
feelings and actions freely.

Students were encouraged to use

their imagination rather than rely only on the facts: 'do a role play
about anthropologists based on what you know and/or imagine
about anthropologists.' Students can therefore take risks in a safe
environment:
actions.

they can express unusual ideas, feelings and

Risk-taking is often an essential step in creative

processes (De Bono, 1991). Students in the example of the role
play lesson had the opportunity to take on the point of view of the
imagined anthropologist and express his/her ideas, feelings and
actions without restrictions.

By contrast, in the example of the

exposition lesson students relied mainly on the facts as
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transmitted by the teacher, therefore their own ideas could not be
easily expressed.

Summary.

Role play is a student-centred teaching strategy in

which students can be highly active participants in their own
learning processes. They can be utilising all three domains of
learning.

Students can have the control in their learning

processes and be independent learners and thinkers. Through
role play students can express their original ideas in imaginative
and creative ways.

Drama In Education
Role play is an educational strategy that has been traditionally
associated with the subject of drama rather than the subject of
English in education. It is important to note that when role play is
used across the curriculum (across subject areas) it is as a
simulation strategy rather than as a drama strategy as previously
referred to in the current study's definition. Role play utilised as a
simulation strategy is associated with learning objectives such as
attitudinal changes. Students are involved in solving an issuesbased problem. It is used functionally rather than creatively, and is
mainly associated with the development of basic communication
skills, rather than with the development of a wide range of skills.
The strategy, when used in subject areas other than drama, is
often utilised as a 'one-off' lesson rather than as a programme of
role play lessons.

It is an assumption of the current study that the utilisation of the
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role play (the dramatic strategy) is generally restricted to the
drama classroom.

It would be utilised to some degree in the

English classroom, in regard to drama literature. While drama
strategies such as rote play are recognised as being useful there
is a general resistance to their utilisation outside the area of drama
studies (Thompson, 1987; O'Toole, 1992; Taylor, 1994).

History of drama in education.

A brief review of the history of

drama in education witt serve to illustrate why drama strategies
have the potential for meeting many educational learning goats
and in particular the current study's two major learning goats: (1)
students become independent and creative learners and thinkers
(2) students are enabled as social beings. In restating these two
major goals it is also important to keep in mind t~:e current study's
central focus question: how can one best teach students what
they need to learn so that they gain the skills relevant to
themselves and to society. The question witt also be addressed
as to why there is a resistance to utilising drama strategies across
the curriculum.

Pioneers of drama in education led the debate on why such an
approach had the potential for meeting major learning goals
(Slade, 1954;

Way, 1967; Wagner, 1976; Heathcote, 1980;

Bolton, 1985). The main argument presented was that: a drama
approach was holistic. It took into consideration the social context:
students were active in the learning process and could become
independent and creative learners and thinkers. Such arguments
embrace the goals closely associated with the current study's two
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major learning goals.

The research of the pioneers and

contemporary drama theorists and practitioners (Byron, 1986;
Carroll, 1988;
O'Toole, 1992;

Morgan & Saxton, 1989;
Booth, 1993;

Neelands, 1988;

Edmiston, 1993) together has

established strong arguments for a drama in education approach.
The arguments that are common to the current study's major focus,
drama in education and role play are presented below in Figure 4
as key points:
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A Drama in Education Approach

T
Role play

T
Matching Teaching Strategies To Learning Goals

T
A SHARED FOCUS

T
KEY POINTS

student-centred learning
students are highly active participants
utilises indirect teaching strategies
collaborative processes
considers the social context
involves the three domains of learning
students have major control
room for creativity
students learn through experience
teacher as

far'"~ator

holistic app. Jach

Figure 4. Role play key points.
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Summ<..:•. In considering the key points it is evident that a drama
in education approach has the potential to meet the two major
learning goals proposed in the current study. In 1975 The Bullock
Committee (a report on secondary schools in England) recognised
the importance of drama in education and its particular importance
to the area of English studies.

The report recommended that

secondary schools should consider the effectiveness of drama
strategies and that serious discussion and research should be
carried out.

Evans (1984) in referring to this report stated that

'precious little serious study and professional discussion of the
kind the Bullock Committee advocated ... has taken place since
1975.' (pp. 2-3)

O'Toole (1992) stated that 'drama teachers in the UK and Australia
have become adept at smuggling drama into the classroom under
the noses of disapproving colleagues or Head teachers in the
guise of "language arts" or "experiential approaches to history" '
(p. 99). In these discussions both Evans and O'Toole support the
view that while there is a general recognition of the effectiveness
of a drama in education approach there is also resistance to its
implementation in the classrooms.

There are explanations as to why a drama approach is resisted in
the secondary classroom. Disapproval by colleagues and heads
of departments of drama methods is one possible reason, as
evidenced by the previous discussion.

It has also been

established that teachers mainly utilise traditional teaching
strategies, therefore an assumption can be made that teachers are
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not practised in non-traditional strategies. It is also assumed that
changes are often resisted due to natural tendency for teachers
(and people in general) to stick to tried and well-known methods.
Teachers may also resist utilising teaching strategies in which they
have not been trained. Whatever the particular reasons are for the
lack of implementation of drama strategies, it is important to note
that some teachers do 'smuggle drama in' and many teachers may
wish to incorporate such strategies in their teaching. There is a
need for research into this area to establish the 'serious study and
professional discussion' that the Bullock report suggested.

Humanistic Approach
The humanistic school of thought has been discussed previously
in the broad background to the current study. The focus in this
section will be on discussing the humanistic approach in relation
to both drama in education and role play.

At this point it is

important to note that the key points proposed as common to the
current study's focus, drama in education and role play are also
common to the humanistic approach.

Matching strategies to

learning goals, role play, drama in education and humanism
therefore are closely associated.

Their relationship can be

depicted as a top-down approach as shown in Figure 5 below:
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Humanistic Approach

"'
"'
"'

Drama in Education

Role play

Matching teaching strategies to learning goals

Figure 5. Top down approach to
matching teaching strategies to learning goals.

Such a top down approach to learning makes it possible to
implement the strategies that best match the desired learning
goals. In contrast a bottom up approach is difficult to implement. A
teacher would find it difficult to use role play in a school that did
not support a drama in education approach. The school would
find it difficult to implement a drama in education approach in a
community or society that did not support a humanistic approach.
It is not suggested that a bottom up approach is impossible to
implement, but it is that much more difficult than a top down
approach.

Holistic education. A humanistic approach to education is closely

associated with holistic education. Holistic education is a broader
concept. Humanistic education considers the three domains of
learning and the social context. Holistic education considers the
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three domains of learning and the social context, but goes much
further - the very nature of society and culture are examined.
Miller (1990) states that 'holistic education calls for a new
recognition of the organic, subconscious, subjective, intuitive,
artistic, mythological and spiritual dimensions of our lives.' (p.
153). This visionary view of education could be challenged by
educational traditionalists as being beyond the concerns of
educators; however it is a view that has been supported by many
educators throughout history. The pioneers of holistic education
(cited in Miller 1990) included people prominent in many fields:
Rousseau, Pestalozzi, Froebel, Channing, Emerson, Thoreau,
Ripley, Alcott and Parker.

A holistic view of education is also

embraced by these pioneers' modern counterparts again cited in
Miller (1990):

Holt, Kozel, Kohl, Herndon, Denizen, lllich,

Postman, Weingartner, Montessori and Palmer.

Most of these educators were viewed and are still viewed as
radical educators.

Though some movements and independent

schools have embraced holistic education they are still a minority
group. The research of Kramer, 1976; Palmer, 1978; Dorrance,
1982 (c'ited in Miller, 1990) has indicated that many schools
embracing holistic education (such as the Montessori and Quaker
schools) have succeeded in meeting both the desired learning
goals of mainstream education and their own desired learning
goals.

Both the humanistic and holistic approaches to education have
been resisted.

Resistance comes from the back-to-basics
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advocates who want educators to focus on basic skills such as
numeracy and literacy (cognition) rather than on a wider range of
learning (all three domains).

Resistance comes from the

economic-rationalists who want educators to focus on the
economic and technological needs of the nation.

Resistance

comes from traditional educators who expound arguments that
such approaches are not as effective as other approach'3s, or are
too impractical to implement.

Resistance comes from many

quarters, however many educators do support a humanistic or
holistic approach to education.

Arthur W. Coombe's statement

serves as an illustration of such support and indicates a view on
the debate consistent with the current study's position:

Humanism is no fragile flower, too tender for a tough
world. Quite the contrary. It is a systematic,
conscious attempt to put into practice the best we
know about the nature of human beings and how
they learn. That is the scientific approach advocated
by educators for generations. Putting humanist
thinking to work is not misguided. Ignoring its
message is a far greater error. Humanistic education
maintains that what students experience about
themselves and their world is far too important to
overlook. Instead, such human considerations must
be included in every aspect of educational thinking
and practice. (1990, p. 22)

Summary.

Humanism, drama in education, role play and

matching teaching strategies to learning goals are closely
associated and can be incorporated as an integrated approach to
education.

As a top down approach they can be effectively

implemented in schools in order to achieve desired learning goals.
Holistic education is a broader concept than humanistic education
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as it considers the organic, subconscious, subjective, intuitive,
artistic, mythological and spiritual dimensions of learning. Both the
humanistic and holistic approaches to education have been and
are resisted by various l1roups concerned with education, though
many educators do support these approaches.

Creative Writing in the English Classroom
This section will present the general background to teaching
practices in the English classroom, focussing on what and how
teachers teach. Literacy, as the broad background area to English
teaching practices, will be defined and discussed in terms of
matching teaching strategies to learning goals. Creative writing
will be defined and discussed in terms of the current study's
central focus question: how best to teach students what they need
to learn so that they gain the skills relevant to themselves and to
their role in society.

An argument will be presented for the

utilisation of role play as a teaching strategy tha.t can meet the
learning objectives relating to creative writing.

Teaching practices in the English classroom. Many factors impact
on what and how teachers teach as previously discussed in the
background to the current study. Teaching practices in the English
classroom are no exception. While

back~to-basics

advocates are

calling for a focus on basic skills such as spelling, the mastery
advocates are calling for a focus on advanced skills such as
critical thinking. This debate will serve as a focus for examining
factors impacting on what and how English teachers teach.
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i
Mastery, in terms of the teaching/learning context, is defined by
Woolfolk (1990) as the mastering of both basic and advanced
skills, with a teaching emphasis on understanding and meaning
(both product (skills] and process [method]). By contrast, basic
skills teaching emphasises drilling or training students to achieve
competencies (product only).

English teachers are involved in

such debates and it is where they position themselves (their own
values) and/or are positioned by others (e.g. school and/or
society's values) that influences the nature of their teaching
practices.

The literacy debate. Currently in Australia the debates on issues

such as literacy are reflected in the general debates on which
school of thought should be operative as previously discussed in
the broad background to the current study.

Debates on which

definition of literacy should be operative in language policies are
also reflected in these general debates. Literacies as defined by
the Commonwealth Department of Employment, Education and
Training (DEET) have distinct differences in learning goals (cited
in Dwyer 1996):

'Literacy' involves the integration of reading, writing,
listening, speaking, and critical thinking. It includes
the cultural knowledge which enables a speaker,
writer or reader to recognise and use language
appropriate to different social situations ... 'Functional
literacy' means the ability to read, write, speak and
listen well enough to accomplish everyday literacy
tasks in our society in different contexts, such as the
workplace or the classroom. (DEET, 1990, p. 4)
It is evident that 'functional literacy', is more associated with the
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back-to-basics approach, while 'literacy' is more associated with
both the humanistic and mastery approaches.

Humanistic and

mastery approaches vary in both their concepts and practices, but
the most important distinction is that the humanistic approach is a
highly student-centred approach and has potential for learning in
all domains, while the mastery approach is more teacher-centred
and mainly focusses on the cognitive domain.

The mastery approach can be adapted to a student-centred
approach and incorporate all domains of learning by utilising
indirect teaching strategies. The research carried out separately
by Peterson, McDonald and Good (cited in Woolfolk, 1990)
supports this argument. The humanistic and mastery approaches
can therefore be integrated to achieve the learning goals
associated with 'literacy' defined by DEET as meeting advanced
literacy goals. Because such an integrated approach has a focus
on the holistic development of the student it has the potential to
meet both students' and their society's literacy learning goals:
students who are highly literate both in the school and social
context.

Teaching writing in the English classroom, in reference to the
literacy issue, is therefore influenced by the following factors: (1)
the position the teacher adopts and others (e.g.

colleagues,

parents and other influential groups) adopt in the literacy debate
(2) the views they and others have of what teaching strategies can
best meet the literacy learning goals (3) the skills they have for
implementing the strategies. It is evident that whatever positions
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the teachers adopt or whatever skills they have, they need to
consider the social context:

teachers would have difficulty

implementing an integrated humanistic and mastery approach in a
school which did not value or support such an approach. Also
such an approach may be inappropriate if 'functional literacy'
learning goals were the set goals: another approach may be more
effective.

Selecting the best teaching strategies to match the desired
learning goals is a highly complex matter:
factors are involved.

many issues and

An argument has been building, in the

current study, for the adoption of a humanistic approach to
education. It is also a recognition of the current study that direct or
traditional teaching strategies are in some cases more effective:
students may learn grammar better through a direct strategy (e.g.
rote learning or drill) rather than a indirect strategy (e.g. guided
discovery strategy). The teacher would need to consider which
strategy would best achieve the learning objectives involved: if
understanding a grammar rule was the learning objective then
guided discovery might be the best strategy; however if reviewing
a list of facts on grammar was the learning objective then drill
might be the best strategy. What is most important is that teachers
are able to implement the rnost effective strategies to meet the
desired learning goals.

It is clear that teachers need to be skilled in a range of teaching
strategies (including direct and indirect).and also need to be able
to have appropriate support systems to implement them. It is also
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clear that if the learning goals associated with 'literacy' are to be
realised then teachers need to move away from the teachercentred strategies that they have traditionally used in the English
classroom (Carroll & Wilson, 1993). 'Literacy' (herein referred to
as literacy) learning goals required students to be critical thinkers
who could communicate in sophisticated social contexts. These
literacy learning goals are reflected in the current study's two
major learning goals:

(1)

students become independent and

creative learners and thinkers (2) students are enabled as social
beings.

A humanistic approach necessarily encompasses a

mastery approach because it focusses on the holistic education of
students: development of students' full potential in all areas. A
humanistic approach utilising the most effective strategies has the
potential to best meet both the two major learning goals and
literacy learning goals.

Creative writing defined.

Creative writing is difficult to define as

there is no general consensus as to what are its specific
characteristics.

Monteith and Miles (1992) offer the following

characteristics of creative writing:

'inventive, imaginative,

exhibiting imagination as well as intellect, and thus differentiated
from the merely critical, "academic", journalistic, professional,
mechanical, etc. in literary or artistic production .. .' (p. 10). For the
purposes of the current study creative writing can be defined by
referring to Monteith and Miles' description of its characteristics,
and to the researcher's definition:

creative writing is original,

expressive writing that is both crafted and creative. It is important
to note here that 'crafted' draws on both basic and advanced skills.
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According to Monteith and Miles not only is a definition of creative
writing problematic, but so is its place in higher education
(including secondary schools).

Currently in Australian schools

creative writing would be associated mainly with the English
studies area under the general area of literacy.

In secondary

schools terms such as 'expressive', 'composition' and
'nontransactional' writing are the terms commonly used when
referring to creative writing. Such writing is generally defined in
terms of its differences from transactional (or informational) writing.
Transactional writing is functional writing which demonstrates
commonly accepted conventions e.g.
argumentative essay and report.

letter to the editor,

It is the writing previously

referred to in Monteith and Miles' definition as critical, academic,
journalistic, professional and mechanical writing. It is recognised
in the current study that there is some overlap between these two
categories of writing.

Currently there is debate on whether composition writing (herein
referred to as creative writing) should still be included as a
requirement for examination at Year 11 and 12 levels. Such a
debate reflects the problematic status of creative writing in the
curriculum. This debate reflects the debates previously discussed
where teachers adopted positions both on approaches to
education and on which definition of literacy should be operative.
An examination of these previous debates in terms of basic
attitudes towards education will serve to clarify the problematic
status of creative writing in the English classroom.
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The back-to-basics approach and the 'functional' literacy (herein
referred to as functional literacy) definition were aligned because
of a joint focus on acquiring basic skills. The humanistic approach
and literacy definition were aligned because of a focus on students
acquiring advanced skills. It follows that each alignment reflects
an expectation level: higher expectations are associated with the
humanistic/literacy alignment, while lower expectations are
associated with the bar..'<-to-basics/functional literacy alignment.

It is important to review here that the current study has proposed a
humanistic approach to education which has as its focus the
holistic development of students.

The holistic development of

students has also been shown to be highly relevant to the needs of
society: students who are both highly skilled and socially aware
are enabled to meet both their own and society's needs. It follows
that for the purposes of the current study there is an associated
high expectation of education.

Arguments common to the debate on the status of creative writing
in the English curriculum are reflected in the previous debates. If
there is argument made for teaching at a back-to-basics/functional
literacy level rather than on teaching at a humanisticniteracy level
then an assumption can be made that there would also be an
argument made for a stronger focus on transactional writing rather
than on creative writing. Creative writing as it has been defined is
clearly in the humanisticAiteracy category. It is associated with
literacy because is draws on a wide range of skills. It is associated
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with a humanistic approach because it is a student-centred activity
which facilitates learning in both the cognitive and affective
domains: students are encouraged to express feelings and ideas
in imaginative and original ways.

This association of creative

writing wtth the affective domain and the 'personal' is problematic
for a group of secondary teachers who view creative writing at the
best as a childish, self indulgent and/or feel-good activity, or at the
worst as a waste of time (Kelly, 1991; Monteith & Miles, 1992).

The status of creative writing in the secondary classroom has been
shown to be problematic. It is how teachers view creative writing
that is part of the problem. Apart from the teachers who do not
value creative writing because of its 'personal' aspect (affective
domain) there are also the teachers who do not perceive creative
writing's heuristic aspects (cognitive domain). Kelly ass8rts that
'the twentieth century has neglected and undervalued many of the
heuristics that lie within the realm of creative writing, strategies that
lead to good thinking and writing.' (1991, p. 1)

There is a group of secondary teachers who equate creative
writing mainly with affective learning and underrate its potential for
learning in the cognitive domain. Because creative writing is also
associated with elements such as 'imagination', 'creativity',
'originality', 'personal', 'intuition', 'spontaneity' and 'subconscious'
it is viewed by a group of teachers at the best as suspect and at the
worst with no respect (Monteith & Miles, 1992).

It is creative writing's potential as a medium for students'
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expression (in both the cognitive and affective domains) that is
central to the current study's justification for its use as an
instrument suitable for measuring such learning.

Another

important justification for utilising creative writing is that when it is
taught, it is usually taught through traditional methods.

A traditional approach to teaching writing in the English classroom
works on the assumption that students need to learn the parts so
that they can construct a whole (Murray, 1985). such an approach
is skills-based and traditionally the teachers impart the skills to
f,tudents mainly through direct teaching strategies.

The non-

traditional approach to teaching writing in the English classroom
works on the assumption that students write first and learn the
parts afterwards in order to construct the whole.

Such an

approach is process-based whereby teachers facilitate learning
mainly through non-direct teaching strategies.

The separate

research of Graves, Martin, Moffett, Britton, Halliday and Wignell
(cited in Cope & Kalantzis, 1993) supports the non-traditional
(process-based) approach to the teaching of writing.

In-depth discussion of the various approaches to the teaching of
writing has been carried out elsewhere (Moffet, 1968; Britton,
1981; Eagleton, 1983; Graves, 1986; Thomson, 1992; Cope &
Kalantzis, 1993; Carroll & Wilson, 1993). What is highly relevant
to the purposes of the current study is that presently the main
approach to the teaching of writing in secondary classrooms is
skills-based rather than process-based.

Versions of skills

approaches that are operative may also have a focus on the social
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context as in the 'genre approach' (Cope & Kalantzis, 1992};
however, what they do not locus on is the students' original
expressions of skills, ideas, feelings and creativity.

Skills

approaches also utilise more teacher-centreci strategies than
student-centred strategies, while the process-based approach is
associated with the humanistic approach to education.

The

process-based approach to the teaching of writing therefore has
the potential to meet the two major learning goals as proposed in
the current study: (1} students become independent and creative
learners and thinkers (2} students are enabled as social beings.

Role play and creative writing linked. It is proposed in the current

study that the process-based approach, rather than the skillsbased approach to teaching writing is the better method of
teaching creative writing. It is also proposed in the current study
that role play has the potential to be the teaching strategy that best
matches the creative writing learning l]Oals. Role play has been
shown to be a highly student-centred teaching strategy that has
the potential lor learning in the three domains. Because it also has
the potential tor students to express their original skills, ideas and
feelings in a creative way, it is ideally matched to creative writing
learning goals. For the purposes of the current study the learning
goals (herein referred to as learning objectives} refer to: (1}
enhancing student achievement in the area of creative writing (2}
enhancing student attitudes towards creative writing.

Further Links Between Role play and Creative Writing

An argument has been developed in the previous discussion lor
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matching the teaching strategy of role play with creative writing
learning objectives in the secondary English classroom. Role play
and creative writing have been linked by characteristics such as:
(1) student-centred learning (2) humanistic approach (3) there
is resistance to, or devaluation by, a significant group of teachers
and other groups such as back-to-basics advocates (4) neither
are widely used compared with other strategies and areas of
writing (5) both involve expressions of students' original skills,
ideas, feelings and creativity.

Further links between role play and creative writing will be
discussed in terms of their relevance to addressing the central
focus question of the current study: how best to teach students
what they need to learn so that they gain the skills relevant to
themselves and to their role in society. The links will also be
discussed in the specific terms of their relevance to addressing
why role play is best matched to meeting the creative writing
learning objectives: (1) enhancing student achievement in the
area of creative writing (2) enhancing student attitudes towards
creative writing.

Important further links between role play and

creative writing include:

(1)

collaborative learning

self-esteem and self-concept

(3)

language and literacy

(2)
(4)

motivation (5) creativity and problem-solving (6) imagination and
unconscious learning.

Language development and literacy. The research of Vygotsky

(1986) supports a view that language development is enhanced
through interactions that are socially and culturally based.
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Cambourne (1988) advocates a Whole Language Approach which
also supports such a view.
students'

language

In the whole language approach

development is enhanced through

collaborative processes.

Vygotsky's concept of the 'zone of

proximal development' refers to the phase at which a child can
master a task if given appropriate help and support (Woolfolk,
1990). In terms of the classroom context students in collaborative
processes can therefore have such appropriate help and support:
language development occurs when there are opportunities for
students to communicate (talking and listening) with each other
(including the teacher) in a collaborative environment (Carroll &
Wilson, 1993).

Literacy has been defined as involving the integration of reading,
writing, listening, speaking, and critical thinking.

It includes the

cultural knowledge which enables a speaker, writer or reader to
recognise and use language appropriate to different social
situations.

Literacy goals can therefore be achieved through

collaborative processes because the students and teachers are
communicating and sharing information in a social context. Both
language development and literacy goals can be achieved in
classrooms where students have opportunities to collaborate and
receive help and support when needed from peers and teachers.

Role play has been shown to be a technique which focusses on
students' holistic development and so supports whole language
development. Role play incorporates coll?.borative processes and
the students interact in different social contexts, therefore students'
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language development can be enhanced and literacy goals can
be achieved.

In order to discuss language development in the specific terms of
achieving creative writing learning objectives, it is useful to focus
on an example of a role play lesson. The two creative writing
learning objectives, referred to previously, are the broad objectives
for creative writing in general. Each creative writing lesson would
have specific objectives: e.g. (1) write a journal entry in role as
an anthropologist (2) demonstrate understanding of the structure
and content of journal writing. The lesson below is an adaptation
of the lesson previously discussed (p. 19) as a simple role play
lesson.

It follows similar steps and is presented as Version 3

below with the differences from Version 2 in square brackets:
Version 3: creative writing lesson
The teacher could introduce the topic or review a
previous lesson on anthropologists [and journal
writing]. She/he could ask the students to do a role
play about anthropologists based on what they know
and/or imagine about anthropologists and their work.
The teacher is available for questions. Students
work in small groups on their role plays. Students
present their role plays to the class. Students in role
as their characters write a brief [now an extended]
journal entry. The students talk about their own and
each other's role plays [and journal entries] with the
teacher.
Throughout the lesson above students had opportunities to
communicate in many ways (e.g. talking, acting and writing) and
in many social contexts (e.g.

independently, in small groups,

whole class and in role as an imagined anthropologist).
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The

teacher, as a facilitator, could provide help and support when it
was needed (zone of proximal development).

Overall the

humanistic approach and the collaborative environment should
contribute to enhancing students' language development and
literacy skills.

Such enhancement would be reflected in their

writing.

Role play in this creative writing lesson has the potential to meet
the specified learning objectives. Role play has been previously
described as being expressive in an imagined context: students
took on the role of an anthropologist or another imagined
character.

They communicated in many ways and in many

contexts. Students in role talked, acted and wrote as if they were
the imagined character - they had the opportur,:ty to express a
different point of view from their own. Being in role students had
the opportunity to experiment with language. They could become
experts (e.g. imagined anthropologist) and therefore communicate
at an expert level. This role play technique is known as taking on
the 'mantle of the expert' and research has shown that students'
language development can be enhanced through this process
(Heathcote, 1980; Morgan & Saxton,1989).

In the creative writing lesson students could engage in talk at
many levels and in many social contexts. This 'drama talk' builds
a scaffold for both language development and literacy skills
(Booth, 1993; Carroll, 1988). Students had the opportunity to talk
and act as experts in the role plays. Because they had articulated
ideas and feelings through drama talk they could also bring these
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ideas and feelings to their writing: the drama talk provided the
scaffold for the writing (Neelands, 1992; Wagner, 1994).

Role play has potential for learning in the three domains as
previously discussed. In terms of achieving the specific learning
objectives in the above lesson students were engaged in activities
incorporating all the domains of learning.

Such a holistic

approach could enhance writing achievement as students bring to
their writing what they have learnt in all three domains:

a

synthesis of skills, ideas, feelings and creative elements.
Students' journal entries should reflect this synthesis. Students'
language development and literacy skills have been enhanced
through

t~e

'mantle of the expert' technique, drama talk and the

holistic approach: role play is ideally matched to meet the creative
writing learning objectives.

Collaborative learning. The research of Schmuck and Schmuck

(cited in Barry & King, 1993) has shown that collaborative
processes (also commonly known as cooperative learning and
group processes) are closely associated with a positive classroom
climate. A positive classroom climate is one where students and
teachers are suppc, tive of each other in achieving their own and
each other's learning goals.

Research by Slavin (cited in Good & Brophy, 1991) found that
student learning was significantly greater in classrooms using
cooperative methods as compared to those using traditional
methods. Dewey (cited in Miller, 1990), a pioneer of progressive
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education, argued that student learning could be enhanced in
classrooms where students engaged actively in the learning
process through social interactions.

Prominent educators

including Neill, Silberman, Featherstone, Fantini, Weber, Rogers,
Perrone, Barth and Nyquist (cited in Miller, 1990), all support a
move from traditional classrooms (teacher-centred) to open
classrooms (students and teachers collaborating).

It is evident that the classroom climate is more positive when
students and teachers work together to achieve learning goals,
rather than in the traditional classroom where the teacher is the
authority and students do not have a central role in the process. In
positive classroom environments and through collaborative
processes, student learning can be enhanced.

Role play has previously been shown to facilitate collaborative
learning. The research on creative writing supports the view that
student learning can be enhanced when it is taught through
collaborative

methods (Murray,

Thompson, 1992

1985;

Carroll & Wilson, 1993).

Styles,

1989;

One particular

collaborative method associated with creative writing and to a
lesser degree, with role play, is that of conferencing. The common
idea of conferencing is that of the teacher and student working
together, on a one-to-one basis, with the teacher providing
feedback on the student's writing (Murray, 1985).

Conferencing can also occur between students as peer
conferencing or between groups as group conferencing.
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The

essential purpose is to provide feedback to the writers having an
emphasis on constructive criticism. The classroom climate must
necessarily be positive so that students can feel comfortable in
both offering and receiving constructive criticism. Research has
shown that feedback is instrumental in enhancing student learning
(Good & Brophy, 1991).

In the previous creative writing lesson, Version 3, students and
teachers were involved in conferencing when they shared ideas
about each other's journal entries. The lesson could have been
adapted to focus on such conferencing processes as peer
conferencing. Students could select a partner and provide each
other with feedback.

The teacher or the teacher and students

together could develop a structure for such criticism based on the
specific learning objectives. Conferencing has also occurred in
relation to the role plays themselves.

Both the students and

teacher discussed what they did in the role plays.

In the area of drama such conferencing is usually referred to as
reflection.

Reflection is also associated with self-evaluation.

Students reflect on their own learning and come to greater
understandings of their own learning processes (Edmiston, 1993).
The strategy of role play is ideally matched to achieving the
creative writing learning objectives as it has facilitated the general
collaborative environment as well as the specific writing technique
of conferencing.

It is important to review here, in reference to collaborative
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processes in the classroom, that role play has been strongly
associated with both student-centred learning and a humanist
approach. It follows that the classroom climate must necessarily
be a positive one. Role play as it has been defined is only useful
in a safe environment where students can freely express their
ideas, feelings, actions and creativity. It is also important to note
that collaborative processes do not equate with dependent
learning; on the contrary, collaborative processes lead to students
becoming independent learners as eloquently stated by Vygotsky:
'what the child can do in cooperation today he can do alone
tomorrow.' (cited in Carroll & Wilson, 1993)

Self-esteem and self-concept. Self-concept can be defined as 'the
sum total of an individual's mental and physical characteristics and
his/her evaluation of them' (Lawrence, 1988, p. 1). According to
Lawrence self-concept is an umbrella term under which the
aspects of self-esteem, self-image and ideal self are incorporated.
It is the discrepancy between self-image and ideal self that
constitutes an individual's self-esteem.

The smaller the

discrepancy the higher the self-esteem. Research has shown that
there is a positive correlation between students' self-esteem and
student achievement (Gurney, 1985;

Lawrence, 1988;

Pope,

McHale & Craighead, 1988). Student self-esteem is also linked to
student attitudes.

Students who have high self-esteem also

demonstrate positive attitudes towards learning (Rosenberg, 1985;
Harter, 1985).

Role play has been previously linked to student-centred learning,
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collaborative processes and a humanistic approach.

All these

factors contribute to role play processes building a positive
classroom climate.

Rogers (1990) argues that a positive

classroom climate is also the basis for building students' selfesteem.

Both role play and creative writing have been shown to facilitate
the expression of students' original ideas, feelings, actions and
creativity.

Because students' individual expressions are valued

contributions in the classroom an assumption can be made that
students will feel valued in themselves - enhancing their selfosteem.

Students through role play also have opportunities to

achieve in all domains of learning. Students who may not achieve
in one domain (e.g. cognitive) can express their other abilities and
skills through the other domains and thus build their self-esteem.

In terms of students achieving general learning goals, a positive or
high self-esteem has been shown to be a significant factor. Role
play and creative writing activities both contribute to building
students' self-esteem because students' expressions are valued.
In terms of students achieving the creative writing objectives selfesteem is also a significant factor. Because students' individual
contributions are valued they can freely express all their skills and
this should be reflected in their writing. Role play has been shown
to provide opportunities for self-evaluation and reflection.and such
processes are considered important in students forming realistic
self-concepts and positive self-esteem (Laing, 1969;

Spitzer,

1981; Edmiston, 1993). Overall, role play and creative writing are
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linked through their significance in contributing to the development
of students' positive self-esteem.

Motivation. Motivation in educational terms is the motive to learn.

Motivation incorporates two basic concepts:
motivation (2}

intrinsic motivation.

(1}

extrinsic

Both concepts have been

defined by Woolfolk (1992} as follows: (1} extrinsic motivation is
created by external events or rewards outside the learning
environment

(2}

intrinsic motivation is the internal source of

motivation such as curiosity or desire to learn - rewards are the
activities themselves. Motivation is a complex concept and it is
difficult to determine

w~at

specifically motivates students to learn.

What is important is that motivation is a significant factor in relation
to both student achievement and learning.

Students who are

highly motivated can achieve learning goals as evidenced by the
separate research of McClelland, Atkinson, Clark and Lowell (cited
in Woolfolk, 1990}.

Behaviourist approaches to learning tend to stress the importance
of extrinsic motivation while the humanistic approach stresses the
importance of intrinsic motivation.

Such emphasis is directly

linked ''o the basic assumptions underlying each approach. It is
proposed in the current study that enhancing intrinsic motivation is
more important than enhancing extrinsic motivation for student
learning as it focusses on the holistic development of the student.

Brophy (1990} has put together a synthesis of research on
strategies for motivating students.

50

In his comprehensive study

students' intrinsic motivation is recognised as a more significant
factor than their extrinsic motivation in enhancing students'
achievements and attitudes towards learning.

The intrinsic motivational strategies Brophy highlights in his
research (1990) are closely linked to the nature of role play as it
has been conceptualised throughout the current study.

The

strategies include: (1) teacher adapts tasks to students' interests
(2)

lesson structure includes novelty elements

(3)

lesson

structure allows opportunities for student choices and autonomous
decisions

(4)

students are highly active in the process

(5)

feedback is provided (6) students create and finish products (7)
Jesson includes fantasy and simulation elements (8) incorporates
games

(9)

includes higher level objectives and divergent

questions (1 0) provides opportunities for peer interaction.

Role play has the potential to stimulate, maintain and enhance
students' intrinsic motivation as evidenced by its close links with
the above strategies. Most links are self-evident and have been
discussed elsewhere in the current study. Focus will be placed on
the links involving novelty, fantasy and game elements. These
Jinks can be incorporated under the general concept of 'play'
elements.

It is important to recognise the significance of play to learning in
general. Many theorists and educators (e.g. Bruner, Vygotsky,
Erikson, Glasser) and particularly those in the drama field (e.g.
Slade, Way, Errington) highlight the importance of play in learning
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processes. Play involves students experiencing enjoyment in their
learning through activities such as fantasising and games. Play is
closely associated with the affective domain, but what is often not
acknowledged, is that play involves all domains of learning.

It is an assumption of the current study that play as an element of
education is generally disregarded in the secondary classroom.
Such an assumption is based on the research findings, previously
discussed in the current study, that teachers mainly utilise
traditional teaching strategies. Such strategies have little room for
highly student-centred activities such as game playing.

The

assumption is also based on the researcher's experience as a
secondary teacher, that play is viewed negatively, or at best
disregarded, by a significant group of teachers.

It would be a

commonly accepted premise that play, in terms of its use as a
learning strategy, is not being significantly utilised in secondary
classrooms. It is proposed in the current study that play should be
incorporated into the learning process both for its extrinsic value
(student achievement and attitudes towards learning) and intrinsic
value (enhancing students' and teachers' enjoyment in the
learning process).

Role play has been shown to be closely linked to intrinsic
motivational strategies. Students taught creative writing through
role play therefore can be intrinsically motivated. Motivation has
been shown to be significant in enhancing both student
achievement and attitudes and this should be reflected in the
students' creative writing.
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Creativity and problem-solving.

Creativity has been defined

previously in the current study as imaginative and original thinking
or problem-solving. Though this is a simplistic definition for a
highly complex concept it illustrates both the links between
creativity and problem-solving and the further link with role play.
Role play as a teaching strategy has been closely associated with
the guided discovery strategy both in its steps of implementation
and focus. Its steps follow the basic structure of the teacher setting
a problem and the students solving the problem with the focus on
students expressing their own original ideas in creative ways.

The teacher as a facilitator offers support when it is needed.
Essentially the students are encouraged to trust their own
judgment.

In the role play lesson students can take risks, as

previously discussed in the current study, and arrive at creative
solutions. Clark (1988) in discussing whether creativity can be
effectively taught argues that students need safe places for
creativity to be expressed, together with the support of teachers
and students who value creativity.

Creativity in problem-solving is also associated with critical
thinking strategies. Through role play students have opportunities
to employ thinking strategies such as brainstorming and divergent
thinking. Brainstorming is the generating of ideas without stopping
to evaluate them and therefore unusual or creative ideas can be
expressed. Students are also encouraged to come up with many
possible solutions to a set problem. Such thinking is known as
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divergent thinking and is significantly related to creativity as
argued by Guilford and Torrance (separately cited in Woolfolk,
1992).

Elements associated with creativity such as intuition, imagination,
spontaneity, subconscious and originality are often viewed in the
traditional classroom as suspect, as has been previously
suggested in the current study.

Neville (1990) asserts that

'teachers are commissioned by the culture to transmit information,
skills and attitudes ... and that the school system as a whole does
not reward spontaneity and originality.' (p. 163) Neville further
argues that indirect methods of teaching are more powerful
methods as they call on capacities of both conscious and
unconscious processes which can lead to creative insights.

Role play as indirect teaching has the potential for students to
generate unusual and creative ideas and freely express their
ideas, feelings, actions and creativity in a safe environment. In
terms of utilising role play to teach creative writing students can
call on the unusual and creative ideas generated both by
themselves and their class members. Students' feelings are not
devalued or disregarded through role play and emotions aroused
can positively influence both students' writing achievement and
attitudes.

There is a body of research that supports writing approaches that
emphasise feelings before skills (Murray, 1985;

Byron, 1986;

Styles, 1990; Thomson, 1992). The emphasis is on feelings
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before skills and not on feelings before thinking. It is important to
note here that feelings are not separated from thinking - both
domains are interactive, and through role play processes are
highly integrated (Byron, 1986; O'Toole; 1992; Thomson 1992).
Thomson (1992) in referring to the affective aspect of the role play
strategy argues that 'once we speak our feelings directly, instead
of merely talking about them or writing about them, things do start
to happen - feelings are stirred up and insights can occur.' (p.
136)

Through role play and particularly through its aspect of play
students can be motivated by feelings of enjoyment and a sense of
fun. Such playfulness can enter into their creative writing and
achievement could be enhanced.

Whether students achieve in

their creative writing or not, it remains significant that the students'
attitudes towards creative writing are positive.

Students with

positive attitudes can be taught skills, but it is much more difficult to
teach students with negative attitudes.

With many secondary

students resisting writing in the English classroom the issue of
student attitudes is highly significant (Cleary, 1990; Thomson,
1990).

Imagination and unconscious learning.

Jung (cited in Neville,

1990, p. 87) in his discussion on the imagination and the part it
plays in the development of the human potential for creativity
asserts:
The dynamic principle of fantasy is play, which
belongs to the child, and as such it appears to be
inconsistent with the principle of serious work. But
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without this playing with fantasy no creative work has
ever come to birth. The debt we owe to the play of
imagination is incalculable.

Jung is not alone in his theory that imagination is integral to
creativity. Rogers (1983), Johnstone (1981) and De 9ono (1991)
all support such a view. Imagination, play and fantasy have been
closely associated with both role play and creative writing
processes.

Students are actively encouraged to use their

imaginations. The steps of role play have been shown to promote
critical thinking strategies which again invite imagination into the
process. The concepts of play and fantasy are valued in the role
play classroom and are carried over into creative writing activities.

Jung's statement also serves to illustrate a commonly held view of
play, fantasy and imagination as childish occupations. This view is
reflected in the classrooms of many secondary schools as has
been previously discussed in the current study. A significant group
of educators view teaching strategies such as role play and
activities such as creative writing as being in the realm of the
primary schools: such strategies and activities are not deemed
appropriate for the serious nature of secondary classrooms
(Neville, 1990; Monteith & Miles, 1992; Thomson, 1992). It is
apparent that there is a need for a reassessment of such attitudes
if these strategies and activities have the potential for developing
students' creativity, as is proposed by the current study.

Neville (1990) asserts that indirect teaching strategies rather than
direct teaching strategies promote unconscious learning: direct
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strategies focus on the teacher's knowledge while indirect
strategies are more open-ended.

Unconscious learning is the

learning that individuals are not consciously aware of. Through
role play students can be drawing on elements that they are not
aware of, but that can be observed in their creative expressions:
'In the educational context this means inviting unacknowledged
understanding and information to come into consciousness.'
(Neville, 1990, p.

100). Both the imaginative and unconscious

abilities of the students can be developed through role play and
should therefore be reflected in the students' creative writing.

Studies Linking Role Play and Creative Writing

A search of the literature did not identify any study specifically
linking the teaching strategy of role play with creative writing in the
secondary English classroom. The research that has been carried
out has been in the more general area of drama and writing
activities in a variety of contexts: in both primary and secondary
schools and in both the drama and English classrooms (e.g.
Byron, 1986; Thomson, 1987; Neelands, 1992; O'Toole, 1992;
Edmiston, 1993; Wagner, 1994 & Timms, 1995).

Research that is most related to the current study's purposes and
methodology will be discussed. The research of Neelands (1992)
focussed on the relationship between drama and writing in the
secondary drama classroom. It utilised a naturalistic observation
methodology to investigate both students' attitudes and
achievement during the six month project. The project was not
designed to provide statistical evidence, but focussed on finding
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points of contact between drama and writing, particularly in the
area of student motivation. A brief discussion of the main findings
that resulted from students writing persuasive letters after a role
play activity follows.

The findings indicated that: (1) many students experienced a
close association with the writing due to having a strong sense of
purpose (2) many students could relate to the characters and this
empathising allowed them to write sensitively and from different
points of view (3) the improvisations allowed a broad range of
material to be generated which students could include in their
writing.

Both positive and negative comments about writing in

drama were made by the students. The main negative comment
was a concern about writing taking up drama time.

The main

positive comment was that the collaborative processes provided
ideas and that they had more opportunities for a personal
response. These findings are significant in relation to the current
study's predictions that role play has a positive effect on student
attitudes and motivation.

The research of Wagner (1994) was closest to the current study's
research in both purpose and methodology. It focussed on the
effects of role playing on persuasive letters of fourth and eighth
graders (primary and secondary students). It was an experimental
study that generated quantitative data. There has been minimal
research utilising such methodologies in the field of drama
(Hillocks, 1986).
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Wagner's research differs from the current study's research
significantly in the nature of the writing texts. Persuasive letters
are considered a form (or genre) of transactional writing rather
than a form of creative writing because they are functionally based
and follow common conventions. There are also other important
differences in the design; however the findings that are generally
relevant to the current study's purposes will be discussed.

Wagner hypothesised that role play would stimulate students'
language development and therefore enhance the writing. She
also hypothesised that the fourth graders would benefit more than
the eighth graders. A brief discussion of Wagner's research will be
carried out focussing on the findings highly relevant to the current
study's purposes.

Students were randomly assigned to three

groups. Tl1ey wrote persuasive letters to their school principals on
three different topics in one of three 35 minute instructional
conditions: (1) role playing prior to writing (2) direct instruction
prior to writing (3) no instruction.

Direct instruction refers to direct teaching strategies. The results
demonstrated that the 'fourth and eighth graders who role play
produce persuasive letters that are significantly more orientated
towards their target than either students who have had direct
instruction ... or those with no instruction' (Wagner, 1994, p. 33). It
is beyond the scope or purposes of the current study to examine in
depth Wagner's research; however, as evidenced from the results,
role play has been shown to enhance students' writing in
comparison with direct methods (traditional strategies).
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Summary

The broad background to the study involved a literature review that
focussed on a discussion of the major schools of thought in
education and the factors influencing education. An argument was
built for the humanistic approach to education in that it had the
potential to best meet major learning goals. Two major learning
goals were:

(1)

students become independent and creative

learners and thinkers (2) students are enabled as social beings.
These two major goals resulted from a recognition that teachers
needed to: (1) incorporate strategies which led to students having
a central role in their learning (2) consider the importance of th8
social context in student learning. The two major goals related to
the current study's central focus question:

how best to teach

students what they need to learn so that they gain the skills
relevant to themselves and to their role in society.

The background to the study involved a literature review that
focussed on theories and practices that related to role play and
creative writing in the English classroom.

Links were made

between the humanistic approach, student-centred learning,
drama in education and role play, focussing on the current study's
central purpose of matching teaching strategies to learning goals.
Further links were made between role play and creative writing
which built an argument for role play as a strategy having potential
to meet the creative writing learning objectives.
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Aim of Study
The aim of the study was to explore and measure the potential
effect of role play on secondary students' creative writing and on
their attitudes towards creative writing in the English classroom.
The study aimed to observe and measure the sample Year 9
students' achievement in creative writing, comparing the results of
the test group (role play group) with the control group (traditional
group). The study also aimed to observe and measure the sample
Year 9 students' attitudes towards creative writing, comparing the
results of the test group with the control group. The study focussed
on the effect of role play on students' creative writing and attitudes
towards creative writing.

Justification for Research Methodology
A search of ti1e literature on experimental studies linking role play
with creative writing in the secondary English classroom found that
no studies of that specific nature had been published. There was
therefore a need for research that could provide information in this
gap. Research of any type in the area of role play and creative
writing has been shown to be very limited (Wagner, 1994). When
it has been conducted, it has generally been restricted to
naturalistic or qualitative methodologies.

There is therefore a

need for quantitative research in the area linking role play directly
with creative writing.

Such research could contribute to a

balanced interpretation of findings both in the general area of
drama in education and in the specific area of role play and
creative writing.
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General Outline of Experiment
The experiment was based on comparing students' creative
writing achievement and attitudes towards creative writing
between a role play group (test group) and a traditional group
(control group) after they had both been exposed to the creative
writing programme (intervention). Both groups were measured at
pre-test and post-test times in order to obtain scores for creative
writing achievement and attitudes towards creative writing. Both
groups received the same treatment in every area except that the
role play group were taught through role play while the traditional
group were taught through a variety of teaching (traditional)
strategies. The independent variable was role play. It is important
to note here that the current srudy did not focus on the effect of
traditional strategies on students' creative writing and attitude
towards creative writing; rather, it utilised differences in scores as
a point for a discussion focussed on the effect of role play.

The current study utilised a mixed method approach in exploring
and measuring effects, including beth quantitative and qualitative
methods in order to arrive at a balanced interpretation of the
findings.

The quantitative findings could provide a quantifiable

measure of the effect of role play on both creative writing
achievement and attitudes towards creative writing.

The

qualitative findings could contribute to the discussion of the effect
of role play on creative writing and attitudes towards creative
writing.
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Need for Development of Instruments
Because the research undertaken in the current study was novel
there was a need to develop the instruments of measurement. No
suitable standard instruments were available for measuring
creative writing achievement.

No standard questionnaires were

available for measuring students' attitude towards creative writing.
Because such develop•nental procedures need to be detailed,
they will be discussed in this introductory section rather than in the
methodology section of the current study.

Instrument to measure creative writing achievement.

An

instrument was needed to measure quantitatively the students'
creative writing achievement both at pre-test and post-test times.
An instrument needed to be developed which could measure both
the quality of the writing and the length of the writing.

This

instrument was designated the Prose Text instrument. It included
the four measures needed as scores : (1) pre-prose text score (2)
pre-prose text length (3) post-prose text score (4) post-prose text
length.

The prose text instrument was essentially a piece of

creative writing that the students wrote at pre-test and post-test
times. An example of the prose text instrument is in Appendix A.

The prose text instrument was developed by the researcher as a
practical means of evaluating and measuring students' creative
writing achievement.

The instrument could also serve as one

means of measuring students' attitudes towards creative writing as
indicated in the length of the writing pieces.

It is commonly

accepted by English teachers that length is one significant
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indicator of a student's motivation to write.

Determining appropriate criteria for scoring creative writing
achievement was necessarily important.

The researcher

attempted to accommodate both educational criteria and the
prevailing literary criteria of the wider creative writing community.
Such a selection of criteria could best meet the creative writing
learning objectives, as defined previously in the current study:
students achieve creative writing objectives both in the school and
social context.

The researcher as a practising creative writer

attended creative writing workshops, seminars and poetry
performances. She wrote and performed her original work and
through these activities she attempted to arrive at a better
understanding of the nature of creative writing.

The researcher selected the criteria developed by the First Steps
Project (1993) which was currently being used by many English
teachers in Western Australia as a major reference for creative
writing ability indicators. The researcher also developed her own
criteria for measuring creative writing achievement based on: (1)
a review of relevant literature (2 1 her experience as a practising
English teacher (3) her experiences as a creative writer in the
writing community (4) the nature of the English classroom context
(5) the ability level of the students. A workable document was
designed and is referred to throughout the current study as the
'prescribed criteria for marking creative writing achievement'. The
document is in Appendix B.
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In the English classroom context, instructions to students were an
important consideration at the pre-test and post-test times so that
the students knew what the expected criteria were for the writing.
The following extract from the prose text instrument (see Appendix
A) indicates the nature of this contextual criterion:
As a reader I am looking for effective writing - writing
that has an impact on the reader. I will not be
foc~sing on spelling etc. The focus is on what and
how you get your story across. The writing you do
will be assessed on the following criteria (which is
listed on the assessment sheet):
1. tell your story your own way (originality and
effectiveness of character/s and events)
2. choose the language that best suits your
characters and events (appropriateness and
expressiveness)
3. focus on making your story effective (make the
reader interested in what you write and how you write
by using your writing skills and imagination)
4. demonstrate your creativity and imagination
(choose the form and style that suits your purpose you may include poetry etc.)
5. a minimum of 1 page, but you may feel you need
to write more to make your story effective.
(note that the above extract includes the exact punctuation etc of
the original document)

It is recognised in the current study that measuring creative writing
ability is difficult. Creative writing is highly subjective in its nature:
what one person values in creative writing another person may
devalue.

The prescribed criteria for marking creative writing

achievement in the current study have been designed to be as
objective as possible; however it is recognised that scorers (or
markers) must necessarily be affected by their own subjective
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responses to the work. Detailed procedures for scoring the data
generated by the prose text instrument and related monitoring
issues are in the procedure section of the current study (p. 90). It
is important to note that the prose text instrument was identical in
format for both the pre-test and post-test times.

The prose text instrument was also one means of measuring
students' attitudes towards creative writing as indicated by the
length of the writing: pre-test prose text length and post-test prose
text length. Length was measured by a page score based on a
scale of thirds e.g. (a) 1 1/3 pages or (b) 1 2/3 pages. Score (b)
is greater because it is one and two-thirds pages as compared to
score (a) which is one and one-third pages. The size of the paper
was the same for pre-test and post-test therefore it could be
quantitatively measured. An example of a student's pre-test and
post-test writing is in Appendix C. The example includes its pretest prose text length score and post-test prose text length score.

Instrument to measure creative writing attitudes. An instrument

was needed to quantitatively measure the students' attitudes
towards creative writing both at pre-test and post-test times. One
instrument was developed and it is referred to throughout the
current study as the questionnaire attitude instrument.
incorporated two measures:

(1)

pre-questionnaire score

It
(2)

post-questionnaire score.

The questionnaire attitude instrument was developed by the
researcher over a period of six months. The researcher consulted
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professionals in the areas of creative writing, English studies and
educational research. The researcher also sought the opinions of
secondary students as to whether the questionnaire seemed to be
an effective measurement of attitudes in regards to creative writing.
A pilot study was conducted and the results were analysed by the
researcher together with university research consultants by means
of an Analysis of Covariance. The purpose of the analysis was to
ascertain whether the items had construct validity: i.e. if the items
were measuring what they were supposed to be measuring. The
findings indicated that several items were not accurately
measuring attitudes, therefore the items were reworded or omitted.

The questionnaire attitude instrument was identical for both the
pre-test and post-test: both had the same instructions and the
same items. However, it is important to note that for practical
purposes the post-questionnaire format included a student
comment section. This section was to be analysed separately as
qualitative data and will be discussed in the methodology section
of the current paper.

The questionnaire attitude instrument is

included in Appendix D.

In order to demonstrate how the

questionnaire attitude instrument was scored, an example of two
items (questions) follows:

SA AU DSD
9.

Creative writing is boring

( )( )( )( )( )

10. Creative writing helps me express my feelings ( ) ( ) ( ) ( ) ( )
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In the above example students respond to the questions using the
Likert Scale (Gay, 1992). A Likert scale asks an individual to
respond to statements by indicating whether she/he:

strongly

agrees (SA) agrees (A) is uncertain (U) disagrees (D) strongly
disagrees (SD). l::ach response is associated with a point value.
In the current study tht3 point value ranged from 1 - 5 with a 5
indicating positive attitudes and a 1 indicating negative attitudes
towards creative writing. If a response for item 10 was a tick for
(SA) then this would indicate that the student strongly agreed that
creative writing let him/her express his/her feelings. This response
would indicate a positive attitude and be given a score of 5. If the
response for item 9 was a tick for (SA) then this would indicate that
the student strongly agreed that creative writing was boring and
that a negative attitude was indicated. This score of 5 would need
to be reverse scored. The scoring for the questionnaire attitude
instrument is included as Appendix E.

Statement of Hypotheses

It is hypothesised that Year 9 students who are taught creative
writing through the teaching strategy of role play rather than
through traditional teaching strategies will demonstrate greater
creative writing achievement.

It is also hypothesised that Year 9 students who are taught creative
writing through the teaching strategy of role play rather than
through traditional teaching strategies will demonstrate more
positive attitudes towards creative writing.
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Predictions

It is predicted that Year 9 students who are taught creative writing
through the teaching strategy of role play rather than through
traditional teaching strategies will demonstrate better learning
outcomes. The learning outcomes will reflect the student-centred
and holistic learning processes they have been engaged in
through role play and are considered as possible effects.
Learning outcomes are a range of beneficial outcomes previously
referred to in the current study in the discussion of links e.g. (1)
language development (2) motivation (3) independent learning
(4) holistic learning. It is beyond the scope of the current study to
investigate in detail any of these outcomes; except where they are
highly relevant to the purposes of the study.

Operational Definitions

The purpose of the study was to investigate the effect of the
strategy of role play on the Year 9 secondary students' creative
writing and on their attitude towards creative writing.

The

independent variable was role play and the dependent variables
were creative writing achievement and attitudes towards creative
writing. Various instruments were developed to measure both the
quantitative data and the qualitative data that was generated from
the mixed method approach. Table 1 illustrates the operational
definitions for the dependent variables measured in the current
study:
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The operational definitions in the current study relate to the
dependent variables of students' creative writing achievement and
students' attitudes towards creative writing.

The above table

illustrates: (1) how each score was measured: quantitatively or
qualitatively (2)

what was measured:

either achievement or

attitude (3) what time it was measured: pre-test or post-test (4)
where an example of the instrument that measured either
achievement or attitude can be found in the current study.

A

detailed discussion of these dependent variables (DVs) is carried
out in the method section of the current study. A brief discussion of
the term 'prose text' will follow in order to clarify what it is, and its
relation to student creative writing achievement and attitudes.

The piece of creative writing the students did at pre-test was
defined as the pre-prose text. It was defined as 'prose text', rather
than 'creative writing piece' in order to distinguish ;t from students'
general creative writing pieces. It has both a quality and length
component which are measured separately as: (1) pre-prose text
quality (2) pre-prose text length. The piece of creative writing the
students did at post-test is defined as the post-prose text. It has
both a quality and length component which are measured
separately as: (1) post-prose text quality (2) post-prose text
length. Essentially students wrote a piece of creative writing at the
beginning of the intervention (creative writing programme) and at
the end of the intervention, and these two pieces of writing were
scored on two components (lour scores) and compared with each
other: these are the four DVs relating to the prose text instrument.
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CHAPTER3

Method

Design

An experimental design was used with the independent variable,
role play, being manipulated between the two groups: (1) role
play group (2) traditional group. The dependent variables were
the achievement in creative writing scores and attitudes towards
creative writing scores, which were comprised of nine sub-scores.
The dependent variables for creative writing achievement were
given the names of pre-prose text score and post-prose text score,
which are respectively scores for the pieces of creative writing that
the students did at pre-test time and post-test time.

Three

dependent variables were measured at pre-test: (1) pre-prose
text quality score

(2)

pre-prose text length score

(3)

pre-

questionnaire attitude score. These variables were measured as
quantitative data. Three dependent variables were measured at
post-test: (4) post-prose text quality score (5) post-prose text
length score

(6)

post-questionnaire attitude score.

These

variables were measured as quantitative data.

The design was a mixed-method approach measuring data both
quantitatively and qualitatively. The following three dependent
variables were measured qualitatively at post-test time:

(7)

student comments (8) teacher lesson observation comments (9)
student activity journals. Figure (6) below illustrates the research
design model:
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RESEARCH DESIGN MODEL

Time-frame

Prior

Week 1

Week2
to 9

Procedures

Considerations

pilot study questionnaire test instrument
interview with principal

obtain participants

interview with teacher

arrange course details

meeting with students

overview of investigation

send consent letters

ethics

pre-test

obtain scores

random selection

obtain groups

creative writing

conduct lessons

programme

collect data

(intervention)

Week 10

post-test

obtain scores

Post

scoring data

monitoring data

interview teacher

discuss scoring

data analysis

monitoring analysis

Figure 6. Research Design Model.
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Participants

The researcher selected a state secondary school in the Perth
district. Random selection of a school was not possible within the
constraints of the current study. The school was considered by the
researcher to be in an average socioeconomic district.

The

researcher sought permission from the Principal by interview and
letter to conduct her research with an English class. A Year 9
class of 32 students was made available after consultation with the
head of department of English.

The size and the major

characteristics of the class were considered suitable tor the current
study's purposes. A sample of 30 or more is considered, by Gay
(1992) amongst others, to be a statistically useful size.

The students were in a 'streamed' class and were considered by
the head of department as demonstrating average to aboveaverage abilities in their English studies.

A streamed class

indicated that the class was considered fairly homogeneous in
ability. They were following a curriculum unit of English studies
(Curriculum Branch, 1987) that was considered suited to their
ability level: Unit 6.1 (Appendix J). Both their English class grades
and their Torch tests (Easy-Mark Testing Services, 1989)
conducted in 1994 in their Year 8, had indicated that the students
were in an average to above range in their year group (average
age 14 years old) abilities. A Torch test is a standard test that
provides diagnostic and interpretive information about students'
skills in reading. It is a test commonly utilised in state secondary
schools.
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Ethical considerations consisted of the researcher seeking the
permission of both the students and the parents or guardians for
the students to participate in the study.

A meeting was held

between the researcher and the students where the researcher
informed the students of the general nature of the creative writing
programme (intervention) and personally requested the students'
participation in the study.

The students took consent letters

(Appendix M) home to be signed and returned prior to the
commencement of the study.

The method of assignment of

students to either the role play or the traditional group will be
described in the procedure section of the current study.

It is important to note here that the researcher would also be the
teacher involved in instructing both groups during the experiment.
For the purposes of the current study when the teacher or
researcher are referred to from herein, they are one and the same
person.

Instruments
This section will provide a rationale for the instruments that were
utilised in the study.

The development and purpose of the

instruments will be discussed (if not previously described).
Considerations of reliability and validity will be discussed. The
discussion will firstly focus on the instruments that were
quantitative measures, and secondly will focus on the instruments
that were qualitative measures.

It is important to note that some instruments were considered as
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both quantitative and qualitative measures. It is also important to
note that the study adopted a mixed-method approach both to data
collection (using two or more instruments) and data analysis
procedures (quantitative and qualitative).

Such an approach

utilises triangulation techniques which contribute to improving
internal validity (Burns, 1994). Triangulation is the use of two or
more methods of data collection, compared with each other, to
improve internal validity. Table (2) can be referred to throughout
the discussion

Table 2. Instruments.

Instrument

Quantitative Qualitative

Appendix

Prose text quality

A

Prose text length

A

Questionnaire attitude

D

Student comments

F

Teacher lesson observation notes
Student activity journals

G&H

Prose text instrument. The development and purpose of the prose
text instrument (includes quality and length) has been previously
described in the introductory section of the current study. The
validity of the instrument as a quantitative measure of students'
creative writing achievement was subject to the validity of the
prescribed criteria for marking, which was previously discussed in
the introduction.

The reliability of the instrument cannot be
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evaluated because as it was the researcher's self-designed
instrument it had not been previously utilised.

Questionnaire attitude instrument The development and purpose

of questionnaire attitude instrument has been previously described
in the introductory section of the current study. The validity of the
instrument as a quantitative measure of students' attitudes towards
creative writing was subject to tests as previously described in the
introductory section of the current study.

The reliability of the

instrument cannot be evaluated because it was the researcher's
self-designed instrument and it had not been previously utilised. It
is important to note that the pilot study was conducted on the first
version of the questionnaire and not on the revised questionnaire.

Student comments instrument. This instrument was developed to

provide a qualitative measure of students' attitudes towards
creative writing as indicated from their comments. The student
comment instrument was incorporated with the post-test
questionnaire attitude instrument for practical purposes (see
Appendix F).

Essentially students at post-test time would write comments about
the creative writing programme they had participated in.

The

students' comments were to be analysed and put into three
categories: (1) mainly positive (2) mainly negative (3) mixed
response. The validity of this instrument was subject to students'
self evaluations and the researcher's interpretation of the students'
self-evaluations.

A typical analysis of examples of student
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comments follows: (1) it [the creative writing programme] was
thoroughly enjoyable, it helped me learn different techniques of
writing creatively (2) it was a waste of time (3) it was fun, but I
don't like writing much. Student comment (1) would be considered
mainly positive. Student comment (2) would be considered mainly
negative.

Student comment (3) would be considered a mixed

response.

The open-ended nature of the student comment instrument
provided a qualitative measure of students' attitudes towards
creative writing. Instruments that allow participants to express selfevaluations and open-ended comments are considered to be valid
measures (Cohen, 1980). The student comment instrument data
could be interpreted in light of the quantitative data of the
questionnaire attitude instrument and provide a balanced
interpretative viewpoint.

This triangulation technique (Burns,

1994) helps improve this study's internal validity.

Teacher lesson observation comments instrument.

This

instrument was developed to provide qualitative data as a
measure of both student creative writing achievement and
students' attitudes towards creative writing. Essentially the teacher
wou!d observe the behaviours of the students in the lessons
during the intervention. She would note the student behaviours
that indicated both achievement and attitudes. The teacher would
write the comments as soon as possible after the• lessons. An
example of the teacher's observation notes is in Appendix I.
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The notes would be analysed at post-test time and would be put
into five categories indicating either achievement and/or attitudes.
The indicators would refer to both individuals and groups: (1)
works independently (2) communicates effectively (3) completes
task effectively (3) extends task effectively (5) cooperates in
tasks.

Considerations of the validity of the instrument were subject to the
teacher accurately observing and interpreting the behaviours. As
the teacher would also be involved in instructional processes she
would need to keep the notes to a minimum, focussing only on the
behaviours that seemed highly relevant to the purposes of the
study. Ideally an observer other than the class teacher would be
utilised;

however this option was not possible within the

constraints of the current study.

A typical analysis of teacher observation notes can serve to
illustrate how the evaluations could be approached.

Two

examples of sets of notes might be: (1) students completed their
sonnets and they were of a high standard: they had achieved the
lesson objectives (2) students laughed and talked together as
they organised their role play ... one student tried out different
accents for his American character, while another girl got so
involved in role as headmistress that she broke her pencil.
Example (1) would indicate that students had completed their task
effectively. Example (2) would indicate that students were both
communicating effectively and cooperating in tasks.
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A second observer could also have provided a further measure of
the accuracy of observation in comparing both observers' notes
and thus improving internal validity.

For the purposes of the

current study the teacher would attempt as detailed and accurate a
recording of observable behaviours as possible. The reliability of
this instrument could not be evaluated as it was the researcher's
self-designed instrument and it had not been previously utilised.

Student activity journal instrument.

This instrument was

developed to provide qualitative data as a measure of both student
creative writing achievement and students' attitudes towards
creative writing. Essentially the content of this instrument would be
the students' creative writing demonstrated during the intervention.
It would include the writing relating to the various lesson activities.
The writing could include a variety of forms (transactional and
creative writing) e.g. (1) notes (2} poems (3) drawings (4)
narratives (5) letters (6) drawings.

The main purpose of this instrument was to be a rich source of
data for informal qualitative comment. It was not intended to be a
main instrument of measurement, rather its purpose was to provide
the researcher with a point of reference for generally and
informally evaluating students' achievement and attitudes towards
creative writing. It was beyond the scope of the current study to
analyse the vast amounts of data that could be generated by such
an instrument.

The researcher, during the intervention and after the intervention,
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would evaluate the journals, focussing on data that was highly
relevant to the purposes of the study. Examples of student journal
activity instrument extracts are in Appendix G and H.

These

extracts can serve as a indication of what the researcher perceived
as high or low creative writing achievement:

the example in

Appendix G indicated low achievement while the example in
Appendix H indicated high achievement. Further discussion on
these extracts will be carried out in the discussion section of the
current study.

The researcher had to rely on her own judgment as a professional
teacher and creative writer in evaluating student achievement in
the activity joumals and this was the main consideration for the
internal validity of the instrument. Standard considerations for
validity and reliability could not be applied to this instrument, other
than for the researcher to be as objective as possible in her
evaluations of creative writing ability and attitudes towards creative
writing, as they were considered to be beyond the scope of the
current study.

Procedure
This section will describe in a

Controlling the variables.

chronological order the steps carried out by the researcher during
the course of the experiment. Firstly, Table 3 below will list the
variables that were controlled for throughout the experiment
Secondly, the intervention will be described.

During the

description of the intervention the researcher will refer to the
measures utilised for controlling the variables: how the variables
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were kept constant throughout the experiment.

Table 3. Variables controlled for in the experiment.

1.

individual differences between groups

2.

teacher effects

3.

environmental effects

4.

testing conditions

5.

creative writing programme and related resources

6.

Hawthorne effect

7.

Novelty effect

8.

data monitoring and analysis procedures

Description of the intervention. It is important to note that for the

purposes of the current study the intervention was the creative
writing programme. It is to be distinguished from the experiment
itself. The experiment was the comparison of results between the
teaching strategy of role play (the independent variable) and the
traditional strategies.

The creative writing programme was the

means by which the researcher could measure creative writing
achievement and attitudes towards creative writing (the dependent
variables).

Both the role play group and the traditional group

experienced the same creative writing programme which was
identical in: (1) learning objectives (2) resources and materials
(3) subject matter.

It differed only in the teaching strategies

utilised: (1) role play (2) traditional strategies.
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It is important to note that role play is referred to both as the
strategy and the activity. It was the approach that was utilised with
the role play group. It is also important to note that the second
group (traditional group) were taught by a variety of teaching
strategies (of a traditional nature). For the purpose of clarity they
will be referred throughout the following discussion as one
approach: traditional strategies.

The researcher taught the traditional group by a variety of
traditional strategies because this is the most common method of
teaching in the English classroom: teachers generally do not use
only one strategy in every case e.g. they might teach creative
writing in one lesson by the exposition strategy and in the next
lesson by a demonstration strategy (modelling how to write). The
purpose of the current study was to compare role play with
traditional strategies as a group, not with one particular traditional
strategy: a comparison with one strategy would not be useful
because as previously stated that is not the normal approach by
most teachers.

It is also important to note that a 'variety of traditional teaching
strategies' is clearly distinguished from a 'variety of teaching
strategies'. A variety of teaching strategies includes a mixture of
indirect and direct strategies and is the preferred method of
teaching as proposed in the current study and previously
discussed in the background section. The researcher developed
her creative writing programme to follow the steps of either the role
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play approach or the traditional approach.

Alter a consultation with the participants' regular class teacher
(also head of the English department) it was established that the
researcher needed to incorporate her creative writing programme
into the students' normal unit of study (see Appendix J) as
practically as possible.

This meant that the researcher had to

rewrite her programme taking into consideration the objectives of
the unit outline and the assessment pieces that needed to be
produced by the students lor grading purposes. The researcher
and the regular teacher worked out which part of the unit
objectives she would cover.

The researcher also needed to

mainly utilise the resources and materials suggested by the
regular teacher which were also available in the school e.g. class
novel sets.

As has been previously discussed participation consent letters
went home with students prior to the commencement of the pretest. The researcher in the first week administered the pre-test to
the thirty-two students under the following cond;tions: (1) students
were in their regular classroom (2) researcher explained how the
pre-test would be conducted (3) students completed the pre-test
(4) students were randomly assigned to groups. It is important to
note that the pre-test was administered as a normal classroom test
- students worked silently and independently. Refer to Appendix A
tor the detailed instructions lor the pre-test. Testing conditions lor
both groups at pre-test and post-test times were identical, therefore
testing conditions remained constant lor both groups.
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The random assignment was carried out by the researcher by
means of students selecting lollies from a bag. Students could not
see which lolly (Minties or Fantales) they were selecting. The
Mintie group were assigned to the role play group and the Fantale
group were assigned to the traditional group.

This random

selection was considered appropriate for the research design and
fortunately resulted in each group having an equal distribution of
males and females.

Students referred to themselves as the Mintie or Fantale group
and did not seem to note whether they were in the role play or
traditional group.

The researcher did not draw the students'

attentions to the teaching strategies; rather she drew students'
attentions to the creative writing programme.

The random

assignment of students to groups was the best method of
controlling individual differences between groups. Because the
participants were considered to be a generally homogeneous
group in ability this also contributed to controlling individual
differences between groups. It is also important to note that the
students in both groups, not just in the role play group, could feel
they were being given special tre-atment.

Through this the

Hawthorne effect (Gay, 1992) could be controlled.

It is important to note that the researcher was familiar to the
students because she was already known as a relief teacher at the
school. It was an assumption of the researcher's that she would
be generally regarded by the students as a regular Englisi1
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teacher.

The teacher would not generally be regarded as a

'novelty', but if she was, the effect would be the same for both
groups:

the novelty effect of the 'new' teacher is therefore

controlled.

The study was to be conducted over a period of ten weeks (see
Figure 6, p. 73). The researcher administered the pre-test in the
first week, as previously discussed. She conducted the creative
writing programme for the next eight weeks, during which there
were eight lessons - one of which was a non-teaching lesson (an
in-class assessment piece.

Refer to Appendix K)

In the tenth

week she conducted the post-test. The post-test was conducted
under the same conditions as the pre-test.

The researcher taught both groups the creative writing programme
at different times. Each group had a lesson of 70 minutes duration
once a week during their regular English class-times with the
researcher. While the researcher was teaching one group creative
writing the regular teacher taught the other group their regular
programme. For the first four weeks the role play group had their
lesson on a Monday while the traditional group had their lesson on
a Thursday. The groups swapped over for the last five weeks.
This meant that both groups had had lessons in the same timeslots, both on Mondays and Thursdays.

The environmental

conditions were therefore the same for both the role play group
and the traditional group: (1) same classroom (2) same time-slot.
Environmental conditions were controlled.
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Throughout the- intervention the researcher endeavoured to treat
each group the same e.g.: (1) same communication style and
manner (2) :arne level of instructional skill (3) same class rules
(4)

same praise.

approach.

The researcher aimed tor a non-biased

This self-monitoring of teacher-bias was the main

means of controlling the effect of teacher-bias. Ideally an observer
would have monitored the teacher, but that was not possible within
the constraints of the current study.

The teacher considered

herself to be equally skilled in both types of teaching strategies.
She had been mainly trained in traditional strategies; however
she also had some skills in role play strategies. The effects of
teacher-bias and teacher-skill were controlled.

As was previously discussed the creative writing programme was
the same for both groups.

The eight lessons had the same

learning objectives and utilised the same resources.

Reference

can be made to Appendix L which lists resources utilised. In some
cases it was necessary to adapt the resources to the particular
teaching strategy being utilised. An example was when the role
play group were given cards with scenarios written on them tor
their role play, while the traditional group were given a worksheet
with the scenarios written on them for their discussions.

The

researcher made adaptations of the resources where necessary to
suit the strategies. Reference can be made to the creative writing
programme lessons (Appendix K).

As the creative writing

programme was essentially identical for both groups the novelty
effect was controlled:

both groups could have increased

motivation.
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Marking of the students' pre-prose texts and post-prose text pieces
was carried out by the researcher directly after post-test time. The
students' regular English teacher was the second marker and he
marked the pieces during the next week.

The researcher had

previously provided him with the prescribed criteria for creative
writing achievement (Appendix B). As it was the end of the school
term the researcher could not obtain an interview with the second
marker until three weeks later at the beginning of the next school
term.

Having a second marker was considered the most

appropriate method tor increasing the validity of the prose text
instrument scr·e. It was also a means of controlling experimenterbias. Experimenter-bias is the tendency

tor the experimenter or

the researcher (in this current study's case) to be biased towards
the hypothesis (Gay, 1992).

The researcher had a follow-up informal consultation with the
second marker and discussed: (1) his interpretation of the results
(2)

the similarities and differences between the two markers'

scores

(3)

general observations of the behaviours of the

participants throughout the intervention

(4)

values regarding

creative writing (5) general evaluations of the creative writing
done by the participants.

The researcher had a follow-up session with the students shortly
after the interview with the regular teacher and thanked the
students for their participation and

tor their great work. She

explained that she would inform them of the results of her
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investigation as soon as she had finished her analysis.

Further monitoring procedures. Data was collected throughout the
intervention. The general procedure was that the researcher kept
safely in her possession all the data that was to be scored. When
possible and practical the data was kept in the researcher's
secured file.

Students needed to write in their student activity

journals each lesson. The researcher collected them up after each
lesson in order that they were not misplaced.

Several students asked to take their activity journals home to
continue writing exercises; however this was not allowed for two
reasons: (1) students might misplace their work (2) the work
done could not be contirmed as their own work. The researcher,
however, encouraged students to do any extra writing in a different
book or on sheets of paper. Such data was not scored, but it was
still considered as valuable data.

The pre-test and post-test

quantitative data was secured until it was marked.

Data

monitoring procedures were kept constant for both groups.

Neither the researcher nor the regular teacher could be bli, 'd (not
knowing whose writing they were marking) to which student's
prose text pieces they were marking. Both the researcher and the
regular teacher were familiar with the individuals' writing styles.
doth the markers had to rely on their own professional standards
to be as objective a marker as possible.

The markers scored the prose text pieces by g·lving them the
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normal grades that teachers commonly used in English
classrooms: A+, A, A-, 8+, B, 8-, C+, C, C-, D+, D, D-, F. These
grades were converted by the researcher to a numerical score
respectively ranging from 13 down to 0. The two markers' scores
were added together and divided by two to give an average score
for each student. Data analysis procedures were kept constant for
both groups.

When the researcher conducted her analysis of results after the
experiment she maintained the general monitoring standards:
important test data was kept in a secured file. She also followed
conventional data analysis procedures in the analysis of the data.
Quantitative data was analysed using Analysis of Covariance
(ANCOVA) to control for individual differences (within and between
groups) in pre-test scores (Gay, 1992).

That is, this analysis

controlled for any differences in subject scores which existed prior
to the experimental manipulation. The two markers' scores were
compared for inter-rater agreement both at pre-test and post-test
times.

A Pearson's Correlation test was applied to the two

markers' scores to look at the relationship between them. Both the
ANCOVA test and the Pearson's Correlation test can contribute to
maintaining effective data analysis standards (Gay, 1992).
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CHAPTER4

Results

Method of Presenting the Results

Firstly the inter-rater agreement between the two markers' scores
both at pre-test and post-test times will be presented: a short
interpretation will follow.

Secondly quantitative results will be

presented. Each dependent variable's results will be presented.
focussing initially on students' creative writing achievement
followed by students' attitudes towards creative writing. Thirdly
qualitative results will be presented. Each dependent variable's
results will be presented initially foc,Jssing on students' creative
writing achievement followed by students' attitudes towards
creative writing.

After each result is presented a short

interpretation will be made. A detailed interpretation of the overall
results will be undertaken in the discussion chapter of the current
study.

In regard to the quantitativa results it is important to note that data
was screened in order to ensure:
presence of outliers (3)

(1)

accuracy of entry (2)

the test assumptions underlying the

analyses were in place. One participant was not present for the
post-test; however this did not affect the results as the participant
was from the traditional group: no outliers were identified. The
assumptions underlying the ANCOVA analyses were not violated.
An alpha level ol .05 was used for all comparisons.
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Inter-Rater Agreement
The Pearson's correlation analysis was used to determine whether
there was a relationship (correlation) between the two markers'
scores both at pre-test and post-test times when scoring the prose
text quality score. Firstly the results relating to the pre-prose text
quality scores will be presented. This analysis revealed that at pretest time the correlation of the first marker's score with the second
marker's score was r

= .67, p =.000.

This result showed that there was a statistically significant
relationship between the two markers' scores. An interpretation of
this test's results indicates that the two mark<;rs had moderate
agreement in scoring the pre-prose text quality.

The results relating to the post test scores revealed that at post-test
time the correlation of the first marker's score with the second
marker's score was r

=.33, p =.073.

This result showed that there

was no statistically significant relationship between the two
markers' scores. This test's results indicated that the two markers
had a low agreement in scoring the post-prose text quality.

An interpretation of the above results indicated that while there
was a moderate inter-rater agreement between the marker's
scores at pre-test time there was a low inter-rater agreement at
post-test times. One probable explanation for the post-test interrater results is that the two markers at post-test times were not in
complete agreement as to what indicated achievement in the
students' post-prose text pieces of creative writing.
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A more

detailed interpretation of these results will be made in the
discussion chapter.

Quantitative Findings
Prose text quality scores relating to students' creative writing
achievement. Both groups scores were compared to determine if
there was a significant difference in t11eir means. In the traditional
group the observed mean was 7.166. In the role play group the
observed mean was 8.562. To determine if groups differed on
mean post-prose quality scores,

the grouping variable

'traditional/role play' was entered as the between groups factor,
post-prose text quality score as the DV and pre-prose text quality
as the covariate in an ,\NCOVA.

Adjusted means for the

traditional/role-play group were 7.485 and 8.244 respectively.

The results of the ANCOVA showed that, when differences in the
pre-prose text quality scores were conlrolled for, there was a
statistically significant difference between the adjusted means of
the two groups on post-prose text quality scores
p =.028).

(F[1 ,28) = 5.39,

The role play group did perform better than the

traditional group.

Prose text length scores relating to student attitudes towards
creative writing. Both groups scores were compared to determine
if there was a significant difference in their means.

In the

tradttional group the observed mean was 3.160. In the role play
group the observed mean was 3.700.

To determine if groups

differed on mean post-prose text length scores, the grouping
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variable 'traditional/role play' was entere<i as the between groups
factor, post-prose text length score as the DV and pre-prose text
length as the covariate in an ANCOVA. Adjusted means for the
traditional/ role-play groups were 3.019 and 3.841 respectively.

The results of the ANCOVA showed that, when differences in the
pre-prose text length scores were controlled for, there was a
statistically significant difference between the adjusted means of
the two groups on post-prose text length scores
p = .037).

(F[1 ,28] = 4. 79,

The role play group did perform better than the

traditional group.

Questionnaire attitude scores relating to student attitudes towards
creative writing. Both groups' scores were compared to determine

if !',ere was a significant difference in their means.

In the

traditional group the observed mean was 61.933. In the role play
group the observed mean was 65.625. To determine if groups
differed in mean post-questionnaire attitude scores, the grouping
variable 'traditional/role play' was entered as the between groups
factor, post-questionnaire attitude score as the DV and prequestionnaire attitude as the covariate in an ANCOV A. Adjusted
means for the traditional/role-play group were 62.606 and 64.952
respectively.

The results of the ANCOVA showed that, when differences in the
pre-questionnaire attitude scores were controlled for, there was no
statistically significant difference between the adjusted means of
the

two

groups

on

post-questionnaire
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attitude

scores

(F(1 ,28) = 1.30, p = 0.264). The role play group did perform better
than the traditional group but this result was not statistically
significant.

Qualitative Findings.

It is important to note that the qualitative findings mainly relate to
the effects of the role play (IV) strategy on students achievement in
creative writing and students' attitudes towards creative writing
(DVs). The qualitative findings though also relate to any effects
that are highly relevant to the purposes of the current study as
discussed previously in the predictions section of the introduction
chapter.

Student comments relating to attitudes.

This DV related to

students' attitudes towards creative writing.

At post-test time

students wrote brief comments about the intervention (creative
writing programme) they had participated in.

These comments

were written at the bottom of the post-questionnaire attitude
instrument as previously discussed in the method chapter
(Appendix F). It is important to review that these comments were
categorised into the following groups:

(1) mainly positive (2)

mainly negative (3) mixed response.

There were thirty.. one participants (16 in the role play group) and
the following results were obtained: (1) 27 responses were in the
mainly positive category (2) 3 responses were in the mainly
negative category (3) 1 response was in the mixed category.
Examples of students' responses in each category follow.
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Examples of mainly positive comments included:

1. The programme that I have participated in has
been most enjoyable. Especially doing small skits
and dramatisations. It has given me a greater
visualisation on creative writing. There was also a lot
of freedom to express my own writing the way I
wanted to.
(role play group participant)
2. The programme has helped me interpret different
styles and aspects of creative writing. I know how to
develop a story better and develop a better storyline.
(traditional group participant)
3. it [sic] was thoroughly enjoyable, it helped me to
learn different techniques of writing creatively.
(role play group participant)

The mainly negative responses were:

4. It been fun doing dramistic [sic] activities but I don't
like writing stories.
(traditional group participant)
5. I think that it was harder on the students because
the teachers were not entirely organised and we
were given a lot of extra work in a short time limit. I
did not enjoy the poetry but the work on science
fiction taught us (or at least me) a lot about this type of
book.
(traditional group participant)
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6. The programme has been interesting but since I
don't enjoy creative writing that much, I think that I
didn't benifit [sic] from it much. It may have improved
rny skills but I doubt it. But overall it has been a good
learning experience.
(role play group participant)

The mixed response was:

8. I thOught the creative writing programme was
enjoyable but it taught us stuff that most of us already
knew about and got a bit boring.
(role play group participant)

Both group's responses were compared and there was no real
difference between groups. The students' responses revealed that
both the traditional and the role play groups had a mainly positive
attitude towards the creative programme they had participated in.
While there is no real difference between groups in their attitude
towards the creative writing programme they had participated in, it
is important to note that these results indicated that both groups
attitudes towards creative writing were positive in regard to the
intervention. Further interpretation of these results will be carried
out in the discussion chapter.
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Teacher lesson observation notes relating to student achievement
and attitude. This DV refers to the teacher's notes on observed

student behaviours demonstrated during the intervention.

It is

important to note that the observed behaviours indicators relate to:
( 1) student achievement in creative writing (2) student attitudes
towards creative writing (3) learning outcomes in general. It is
important to review that observed student behaviours (both
individually and in group situations) were categorised as
indicating: (1) works independently (2) communicates effectively
(3) completes task effectively (4) extends task effectively (5)
cooperates in tasks. Examples of the teacher lesson observation
notes follow:

Example (1) lesson

Lesson observation notes

Traditional Group
Small group discussions were generally on task. Some intense
discussion went on about feelings of characters e.g whether

Ender was afraid or nvt in shower setting. Students were able to
write their letters without structure or guidance. They seemed
involved in the task. There was only a small amount of time tor
students to peruse creative writing handout.
Observed behaviours: 1."
2. •
3. •
4.
5. •

Role play Group
Role plays ranged from brief realistic portrayals to longer stylised
dep·lctions. Groups used dialogue from the text as well as making
up their own in the context of their role plays. Students wrote
leUers in character and were involved in the task. I found 1did not
have to guide role play or writing task. Students discussed their
role plays and did not require any assibiance when it was offered.
Observed behaviours: 1."
2. •
3. •
4.·
5. •
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Example (2) lesson 7

Lesson observation notes
Traditional group
Most students were involved in tasks. Michael and David were

talking off task and Michael made an inappropriate comment
regarding a girl's poem. I reminded the class of the text as being a
working text. I reminded Michael that criticism of other students'
work should be kept to himself and rude remarks would not be
tolerated. The session was intense due to the amount of content
to be covered. Students were asked to write a lyrical poem on a
parent/child theme as in She's Leaving Home for next lesson.

Observed behaviours: 1.

2."

3 •

4.

5. •

Role play Group
Students' poems demonstrated their general fluency and
knowledge of content and structure. David was talking off task
and was reluctant to write. Students were keen to do role plays
and the first group adapted the girl's role to a less passive one
compared to original text. The second group stuck closely to the
original text and were realistic in their depictions of characters.
There was not enough time to view all groups and homework was
set as for the traditional group.
Observed behaviours: 1.'
2.*
3."
4"
5."

The asterisk ·•• indicated a behaviour or learning outcome that was
highly relevant to the purposes of the current study. The numbers 1
- 5 refer to the five categories respectively. In example (1) the
traditional group were observed to demonstrate behaviours or
outcomes in the following categories: (1) works independently
(2) communicates effectively (3) completes task effectively and
(5) cooperates in tasks. In the same example the role play group
were observed to demonstrate behaviours or outcomes in the
following categories: (1) works independently (2) communicates
effectively

(3)

completes task effectively

(4)

extends task

effectively and (5) cooperates in tasks.

In example (2) the traditional group were observed to demonstrate
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behaviours or outcomes in the following categories:

(2)

communicates effc;ctively (3) completes task effectively and (5)
cooperates in tasks.

In the same example the role play group

were observed to demonstrate behaviours or outcomes in the
following categories: (1) works independently (2) communicates
effectively

(3)

completes task effectively

(4)

extends task

effectively and (5) cooperates in tasks.

Both the traditional and role play groups demonstrated behaviours
and learning outcomes in the categories of (2) communicates
effectively (3) completes task effectively and (5) cooperates in
tasks.

Overall the findings indicated that the role play group

performed better than the traditional group in the categories of (1)
works independently and (2) extends tasks effectively. Only the
role play group demonstrated the behaviours and learning
outcomes relating to 'extends task effectively'.

Further

interpretation of these findings will be conducted in the discussion
chapter.

Student activity journals relating to achievement and attitude. This

DV was informally analysed: the rich data generated from this DV
was too vast to systematically analyse within the constraints of the
current study (as was previously discussed in the method chapter).
Both groups' activity journals were compared as to the extent of
the writing: both groups wrote an average of 9 foolscap pages
during the intervention with a range of 6.5 pages to 19.5 pages in
length. It is important to note that this writing was completed in
eight 70 minute lessons where students were also involved in
100

many other activities (e.g.

role playing, discussions etc.) and

school administrative procedures (e.g. roll-call) . There was no
real difference between groups as to the extent of the writing: both
groups were considered by the researcher to have demonstrated
positive attitudes towards creative writing as reflected in the extent
(length) of their writing.

Both groups creative writing was evaluated by the researcher as to
overall achievement. This evaluation of the writing was based on
the prescribed criteria for creative writing achievement (Appendix
B) and on the particular learning objectives of each of the eight
lessons. The DV was given an overall grade at the conclusion of
the intervention (creative ,;riling programme). The scale used for
the grade was the common English grade scale of F (fail) through
to A+ (very high achievement).

Both groups averaged a grade of B (above average achievement).
The traditional group's range was from C to B+. The role play
group's range was from C (low to moderate achievement) to A
(high achievement).

An example of student's work that

demonstrated low to moderate achievement is in Appendix G and
an example of student's work that demonstrated high achievement
is in Appendix H. Overall both groups were considered by the
researcher as having demonstrated in their activity journals above
average achievement ;n creative writing.

The forms of expression in the activity journals included narratives,
poetry, letters, diary entries, drawings, models, notes, stream of
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consciousness and many other forms.

This rich data was

informally analysed further to ir.vestigate whether any highly
relevant 'effects' were produced through role play (IV}.

As

previously discussed this analysis was exploratory in nature. The
researcher noted that the role play group's writing demonstrated
'personal' and

'emotive' and

'creative' expression as

demonstrated in the two poems (below) from the role play group.
The researcher also noted that males freely expressed themselves
in their writing which in the researcher's opinion was unusual in
her teaching experience.

It is important to note that both these

poems were written in a 10 minute time-slot in the lessons.

Example 1. narrative poem by a female participant (lesson 8)
School Day
I wake in the morning - regretfully,
angrily, sorrowfully.
It is Monday.
Dragging my unmotivated body and soul
like a zombie to do the expected.
Slowly, procrastinating, I enter the
monotonous boundarie~ of school - first class,
second class, thir•j class - there's always a
class to go to; be in; inside this drab,
blackened prison.
The day eases on, surely enough, improving
gradually - there goes lunch-time; a dry
patch of freedom.
I'm feeling happy- the day, is over.
I triumphantly stride home from another
staggering day at school.
I get home ...
and do something completely outrageous.
Then ...
I go to bed.
I wake in the morning - grudgily, spitefully.
It is Tuesday.
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Example 2. lyrical poem by a male participant (lesson 7)

Untitled
Today was his birthday
He just turned 33
I sent him his present
but he was not home
I left a message for him
but he was too busy on the phcne
Remembering his crisp goiLien hair
Sheds tears from my eyes
Looking at his bright blue eyes
I want his warm soft smile
Back in my home.
Now the worlds turned
And the child has learned
Who knows why the child is left
I made his favourite meal.

Both groups were considered by the researcher to demonstrate
both positive attitudes towards creative writing and high
achievement in creative writing as revealed in the informal
analysis.

It was the opinion of the researcher, based on her

exploratory investigations, that the writing produced by the role
play group demonstrated greater freedom, emotion and personal
elements in expression, than in the traditional group.
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CHAPTER 5

Discussion

This chapter will initially focus on the findings of the current study
that related to the effect of role play on Year 9 students'
achievement in regard to creative writing. The findings will also be
discussed in relation to the major learning goals proposed in the
current study: (1) students become independent and creative
learners and thinkers (2) students are enabled as social beings.
Where relevant, the findings will then be discussed in relation to
important learning outcomes which were previously discussed in
the predictions section of the current study (p. 69).

Secondly, the discussion will focus on the findings that related to
the effect of role play on the Year 9 students' attitudes towards
creative writing. Again these findings will be related to both the
major goals and learning outcomes. All relevant findings will then
be discussed in relation to the literature review and to other related
studies. The theoretical and practical considerations of the current
study will be addressed in terms of its conceptualisation and in
terms

of its

limitations.

Finally,

in the

conclusion,

recommendations will be made for future research.

Interpretation of Findings
Findings relating to student achievement.

Both the quantitative

and qualitative findings of the current study showed that the role
play group performed better than the traditional group in regard to
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creative writing achievement. The quantitative results, relating to
the prose text quality instrument, clearly demonstrated that the role
play group performed better than the traditional group at post-test
time. This result though must be interpreted in light of the interrater results which will be discussed after the interpretation of the
qualitative findings.

The qualitative findings of the current study, relating to the
teacher's lesson observation notes, also showed that the role play
group performed better than the traditional group in two important
learning outcomes: (1) works independently and (2) extends
tasks effectively. Both these learning outcomes of the role play
group are highly relevant to the current study's first major learning
goal: (1) students become independent and creative learners and
thinkers.

Only the role play group extended their tasks.

The

students demonstrated that they were independent and creative
thinkers, for example, in lesson B a role play group were asked to
perform a role play based on a poem they had read.

In their

performance they extended the poem's original plot and themes
and explored a further issue in an imaginative and creative way.

Both the role play group and the traditional group demonstrated
achievement in three other important learning outcomes:

(1)

communicates effectively (2) completes task effectively and (3)
cooperates in tasks. These three learning outcomes are highly
relevant to the second major goal proposed in the current study:
(2)

students are enabled as social beings.

Overall, findings

relating to the teacher lesson observation notes, showed that the
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role play group demonstrated behaviours and learning outcomes
in these five important areas of learning. It was predicted in the
current study that role play could enhance achievement in these
important learning outcomes amongst others (p. 69).

The qualitative findings of the current study, relating to the
students' activity journals, showed that both the role play and
traditional group were considered by the researcher to
demonstrate above average achievement in creative writing. It is
important to note that these findings were informally analysed and
are therefore highly speculative. It was suggested that the role
play group seemed to demonstrate greater degrees of freedom,
emotion, creativity and 'the personal' in their creative writing than
that was demonstrated in the traditional group's writing.

It was

also noted that the role play boys' writing demonstrated emotional
and personal elements. In the researcher's professional teaching
experience such elements were considered to be generally
lacking in boys' writing.

The noted elements of the role play group's creat:ve writing are
related to a learning outcome previously discussed in the current
study: that role play as a teaching strategy allows students to
freely express ideas, feelings and creativity. Creative writing too
encourages such expression. Overall, the findings relating to the
students' activity journals suggested that role play enhanced
students' creative writing achievement; however it is important to
note that these findings must be considered in the light of the
informal nature of the analysis.
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It is important at this point to note that the quantitative findings in
relation to student achievement in creative writing need to be
interpreted in light of the inter-rater agreement results of the
current study. It was shown in the results chapter that the interrater agreement (between markers) at post-test time showed a
statistically low correlation. A possible explanation for this result
was previously suggested: the two markers were not in agreement
as to what indicated achievement in n1e creative writing pieces
(post-prose text quality). Though both markers had the prescribed
criteria for marking creative writing achievement to refer to, they
were both subject to their own bias in marking. It was previously
recognised that what one person values in creative writing another
person might devalue.

Though both markers attempted to be

objective in their marking of the creative writing pieces the
possibility of either marker having a bias cannot be eliminated as a
possible confounding variable in the current study.

The researcher (herein referred to as the first marker) attempted to
establish what caused the low correlation scores at post-test by
means of an informal interview with the second marker. It was also
established that the post-prose text quality pieces that were scored
very 'differently came from both groups (6 from role play group & 4
from traditional group). The researcher focussed her investigation
on the 10 post-prose text quality pieces that were scored very
differently by the markers: these pieces differed by 5 mark& e.g.
first marker scores an A+ and second marker scores a B. It was
established from analysing the results that the first marker
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generally gave higher scores to the post-prose text quality pieces
(in 9 cases she gave a higher score and in 1 case the second
marker gave a higher score).

The researcher asked the second marker why he thought the
pieces deserved a lower score than that given by the first marker.
It was established that the second marker stated that these postprose text quality pieces demonstrated 'emotional' writing.

He

stated that he would have discounted this writing as 'uncritical' and
'romantic'. He stated that generally the post-prose text quality
pieces indicated that 'emotional writing had been legitimised' in
the intervention.

He also stated that this type of writing was

associated with girls' writing' rather than with boys' writing.
Emotive writing was loosely defined as personal experiences and
feelings being expressed.

The second marker seemed to

associate such writing with 'romantic' and 'uncritical' writing. He
generalised that feeling had replaced thinking in some of the
writing. It was established that the post-prose text quality pieces
came from both groups and from both males and females. The
second marker said he was generally unaware of which group's
post-prose text quality p"1eces he was marking.

It is important to note at this point that the prescribed criteria did
call for students to 'tell your story your own way'; however there
are no direct references in the prescribed criteria to be emotive in
expression.

It is recognised that 'emotionai writing was

legitimised' throughout the intervention and in both groups'
classrooms by the researcher.
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It is also recognised by the

researcher that she did not discount emotive writing or associate
this type of writing with uncritical writing. It is also recognised that
the second marker was professional and experienced in his
approach to marking; however what he devalued in the creative
writing the second marker valued: emotive writing.
It is important to note here that the first marker was a practitioner in
the creative writing field, while the second marker was not. An
example of a post-prose text piece (Appendix N) can be referred to
for the reader's own evaluation, where the first marker gave a high
score and the second marker gave a low score.
It is also important to note that while the inter-rater agreement was
low for the post-test it was moderate for the pre-test. It seems that
the intervention had an effect on both group's creative writing, in
that it legitimised emotive writing. Experimenter bias cannot be
definitely ruled out; however the fact that the researcher marked
both groups' writing higher demonstrated that she was not shown
to be predisposed to enhancing the role play groups' scores in
order to affect a result in favour of the current study's hypothesis.
In light of this probable explanation of why there was a low inter
rater agreement between markers, an assumption can be made
that the results of the post-test inter-rater agreement did not
negatively affect the quantitative results relating to the prose text
quality instrument. Because the first marker generally scored both
groups' creative writing higher, this did not bias in any significant
degree the results.
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It is also recognised in the current study that a better approach to
scoring would have been to have had two or more markers outside
the experiment score the prose text quality instrument; however
within the constraints of the current study this option was not
available.

Findings relating to student attitudes.

The quantitative results,

relating to the prose text length instrument clearly demonstrated
that the role play group performed better than the traditional group.
As was previously discussed length of writing is commonly
accepted by English teachers as one important indicator of
students' motivation.

It was also previously established that

motivation is closely a.3ociated with positive attitudes.

The

quantitative results, relating to the questionnaire instrument,
showed that there was no statistically significant difference
between groups in relation to their attitudes towards creative
writing; however the role play group did have a higher mean than
the traditional group. Both groups demonstrated mainly positive
attitudes towards creative writing.

An explanation for why the role play group did not demonstrate
more positive attitudes than the traditional group was that the
questionnaire attitude instrument did not measure small degrees
of change in attitude. The researcher had not anticipated that the
participants would have mainly positive attitudes towards creative
writing at pre-test time. One reason for this lack of anticipation was
that the researcher did not know what ability levels the participants
would have. The participants, in the current study, because they
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were of average to above average in ability in English, may have
been predisposed to more positive attitudes. A class in a lower
stream may have had less positive attitudes towards creative
writing at pre-test, and it follows that the questionnaire then may
have been more useful as an instrument.

One implication oi this result is that the questionnaire attitude
instrument needs to be tested on another group to evaluate its
validity and reliability. It seems probable after an evaluation of the
other qualitative findings that this explanation is the most likely
reason for no significant difference between the groups; however
it is important to review that while there was no statistically
significant difference between groups at post-test, the role play
group did have a higher mean than the traditional group as to
positive attitudes.

In general the qualitative findings relating to both the teacher
lesson observation notes and student activity journals also
showed that there was no real difference between groups in
relation to their attitudes towards creative writing: both groups
demonstrated positive attitudes towards creative writing.

The

findings in relation to the student activity journals for the role play
group, did though, show that they performed better in the
categories of (1) works independently and (2) extends tasks
effectively.

This finding is closely associated with positive

attitudes.

What is apparent in light of all the findings on students' attitudes is
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that both groups demonstrated positive attitudes towards creative
writing: both groups enjoyed the creative writing programme as
mainly evidenced in their student comments:

27 of the 31

participants' responses were categorised as mainly positive. The
previous comments presented in the results section (pp. 96-97)
and the following comments eloquently illustrate this important
point:
1. I think its a great programme. It gives a chance for
us to write about our feelings and thoughts. I like it
how we read different things and performed short
plays. I think it was good and it should be used in the
future.
(role play group participant)
2. I thought the programme was good because it
gave us a break from normal school and it was
something to look forward to. Also I think the
activities involved made it a lot of fun and the
programme was enjoyable.
(role play group participant)
3. The creative writing programme has helped me a
lot. I learnt a lot of things which helped me to do
creative writing better.
(traditional group participant)
4. I think the past 2 months of creative writing have
been excellent. I have enjoyed the programme and
the activities that we have done.
(role play group participant)
5. The programme has helped me interpret different
styles and aspects of creative writing. I know how to
develop a story better and develop a better storyline.'
(traditional group participant)
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It is interesting to note that both in these examples and in the
previous examples that the comments refer both to knowledge
(cognitive learning) and feelings (affective learning):

this

observation is generally reflected in most of the 31 comments. It
can also be observed from the role play group's comments that
they referred to

t~e

role play and drama activities positively: e.g.

'fun', 'enjoyed' and 'liked'. They also valued the creative writing
programme (intervention).

Again this observation is generally

reflected in most of the 16 comments from the role play group. The
traditional group comments, on the other hand, were more
associated with knowledge rather than feelings: e.g. 'learnt a lot',
'helped me' and 'know how to develop a story better'. Again this
observation is generally reflected in most of the 15 comments from
the role play group.

There was, however, overlap of references to knowledge and
feelings in both groups' comments.

These comments can be

associated with the teaching strategies used for each group: the
role play group enjoyed the role play strategy and valued the
intervention while the traditional group mainly valued the
intervention.

In interpreting both the quantitative and qualitative findings relating
to students' attitudes towards creative writing it is evident that both
groups enjoyed the creative writing programme and that the role
play group enjoyed the role play activities. There were only four
individuals who demonstrated that they either did not enjoy the
programme or did not value it.
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Overall, both groups demonstrated positive attitudes towards
creative writing: participating in the programme had an effect on
both groups.

This effect was not a confounding factor in the

experiment because it affected both groups. It is also important to
note that the positive attitudes of students are closely associated
with learning outcomes in both the cognitive and affective
domains:

gaining skills and enjoying collaborative activities

respectively. These learning outcomes are closed related to the
two major learning goals proposed in the current study:

(1)

students become independent and creative learners and thinkers
(2) students are enabled as social beings.

The generally positive attitudes of both groups are associated with
important learning outcomes, as previously discussed in Chapter 2
and include: (1) motivation (2) self-esteem (3) collaborative
learning (4) creativity (5) language development.

Summary.

It was hypothesised that Year 9 students who were

taught creative writing through the teaching strategy of role play
rather than through traditional teaching strategies would
demonstrate greater creative writing achievement: the quantitative
and qualitative findings of the current study clearly support this
hypothesis. It was also hypothesised that Year 9 students who
were taught creative writing through the teaching strategy of role
play rather than through traditional teaching strategies would
demonstrate more positive attitudes towards creative writing: the
quantitative findings, relating to the prose text length instrument
clearly supports this hypothesis; however the other quantitative
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and qualitative findings do not clearly support this hypothesis.

Related Studies

As was previously discussed there were no studies of the current
study's specific nature found in a comprehensive search of the
literature. One of the aims of this current study was to provide
quantitative data to address this gap in the research into the effects
of role play on students' creative writing achievement and attitudes
in secondary schools: this aim has been addressed. Because the
findings of the current study have been interpreted in detail and
the results are clear, this section of the discussion will mainly focus
on the effect of role play in relation to important learning outcomes,
rather than only on creative writing achievement and attitudes
towards creative writing.

The effects that are highly relevant to the current study's central
focus question will be discussed. The central focus question was:
how best to teach students what they need to learn so that they
gain the skills relevant to themselves and to society. In previously
addressing this question the researcher proposed that two major
learning (Joals were apparent: (1) students become independent
and creative learners and thinkers (2) students are enabled as
social beings. Throughout the discussion the researcher will refer
to those examples relevant in the current study and to other related
studies and literature.

Firstly those studies that were previously associated with the
current study will be referred to: (1) Neelands' study (1992) (2)
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Wagner's study (1994).

Secondly the relevant studies and

research in the areas of student-centred learning, drama in
education, humanism, creative writing practices in the English
classroom and o'<her relevant studies, previously discussed in the
background to the current study, will be referred to.

Neelands' study (p. 57) highlighted the important effect of role
play on students' writing as enhancing students' attitudes and
motivation.

He asserted that the students through being

personally involved in a role play had more purpose in their
writing. This effect was also clear in the current study's findings
and will be discussed in light of Wagner's study. Wagner's study
(pp. 59-60) was closest to the current study's purpose and design
and its findings showed that role play enhanced students' writing.
It also highlighted the following probable effects: (1) the oral
communication in a social context provided a scaffold for the
writing (2) the students had a sense of purpose in their writing
because of the role play. Neelands too, noted these effects in his
study.

Again in the current study these effects probably

contributed towards the role play students performing better on
their prose text pieces of creative writing than the traditional group.

The role play group had more opportunities to scaffold their writing
through activities such as: (1) drama talk (2) expressing actions
in the role play (3) collaborating in a social context. One example
from the current study was in lesson 8 where the role play students
devised role plays around poems they had read. Without teacher
instruction they explored the themes in the poems in their role
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plays.

One boy was so involved in the role play that he

uncharacteristically swore.

He apologised later;

however the

important point was that the role play group were experimenting
with language.

This effect of role play was demonstrated

throughout the intervention, but more effectively so, towards the
end of the intervention. The language development carried over to
the creative writing pieces - the poems produced in this lesson
were considered by the researcher to demonstrate high
achievement: an example of one poem is on page 102 of the
current paper.

Another important effect associated both with Neelands' study and
the current study was that a sense of personal involvement
sti:r.ulated both the role plays and the creative writing activities. In
the above example a boy was shown to be personally involved in
the role play. This behaviour was demonstrated by other role play
students throughout the intervention.

In lesson 3,

one girl

knocked over a desk 'in role' and the language of the group
members showed that they were enthusiastic in their expression
e.g.

loud voices for an angry student and polished vowels and

formal speech for the prim school mistress.

This example

demonstrates the effect of role play known as the 'mantle of the
expert':

students use expert levels of language in role play

activities which require them to take on the role of expert.

Because the role play students are personally involved and can be
free in their expressions they have more opportunities to:

(1)

experiment with language (2) express ideas and feelings (3)
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have a sense of purpose in !hair learning. Carroll (1988) in his
study on drama talk supports this view:
By changing the parameters of what can be seen as
legitimate knowledge drama allows the pupils the
freedom to experience and explore the issues of
human concern and intellectual inquiry that the
constraints of the centrally controlled classroom
denies them. (p. 21)
The sense of freedom in a role play lesson is also closely linked to
students being enabled to: (1) express their own original ideas,
feelings, actions and creativity (2) have a sense of control (and
power) in the learning process.

Both tl1ese learning outcomes

were demonstrated by the role play throughout the intervention.
The findings of the curre1" research clearly support these effects of
role play:

(1)

role play students were shown to work

independently (2) role play students were shown to extend their
tasks effectively. Again the above examples of lessons 3 and 8
show that students were free in their expressions;

that they

worked independently; that they extended their task effectively
(necessarily involves creativity). Morgan and Saxton (1988) argue
that through role play students assume power and their language
development can be enhanced.

O'Toole (1992) highlights role play's potential to involve learning
in all domains. Through role play students step into the shoes of
another and can identify with characters in certain contexts and
experience a wider range of learning outcomes. This learning is
student-centred, holistic and experiential.

This learning was

demonstrated throughout the current study's intervention.
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In lessons 2 and 3 role play students took on the roles of
characters from a novel they were reading: Ender's Game (Card,
1993). In role they explored ideas, feelings and actions closely
associated with the characters in the novel. The role play students
had enacted scenes prior to writing letters. The teacher in role as
a character in the novel interacted with the role play groups after
the scenes and several students responded in role.

Later they

wrote a letter, in role, as the character, Ender. These letters
demonstrated a strong sense of purpose.

An example will be

presented of a letter written by a male participant. The sciencefiction novel was based around children who were exceptionally
intelligent and gifted. Ender was picked out as a battle leader to
fight an enemy force (he was six years old). His sister Val was the
only person whom he could trust. Peter his brother was jealous
and cruel to him. Ender had just been involved in a brutal fight
where jealous 'comrades' had tried to murder him. The letter's
missing words and spelling mistakes etc. have not been altered in
the example below:

Example of in-role creative writing
Dear Val,
How are you. I know this letter probably wont
even get to you so I wont write much. I just wanted to
tell you how much I miss you. I'm so scared. I think
they might send me hOme because I killed a guy in
the shower this afternoon. I'm becoming more like
Peter every day now. The teachers here are
bastards. They have turned everyone against me
and six guys led by this kid Bonzo jumped me in the
shower today. I handled just like Peter would and I'm
so ashamed. My one real friend has gone since they
119

promoted me into another level and everyone wants
to kill me. My only sollution is to make their fear of
me greater than their hate to me. I even drew blood
in the battleroom because guys want to hurt me.
Sorry. got to go. lve got a battle in 5 minutes.
Bye. Love Ender.
This example clearly demonstrates that the student felt free to
express both feelings and ideas that he had identified within the
characters.

In the above letter feelings are clearly linked to

thinking and both these learning processes are linked to effective
expression. Generally the role play group's letters showed more
feeling and empathy in comparison with the traditional group's
letters (who had discussed characters in small groups but had not
role played). 'Feelings before skills' (Britton, 1981; Murray, 1985)
writing proponents would argue that this is the best approach to
teaching writing.

It is evident from the above discussion of the current study's
examples and the related study's findings that role play has been
shown to have a positive effect on the following student learning
outcomes:

(1) creative writing achievement

(2)

attitudes

(necessarily involves motivation) towards creative writing

(3)

language development (4) independent learning (5) creativity
(6)

collaborative learning

(7)

personal involvement in the

learning process (8) holistic learning in the three domains (9)
student-centred learning (1 0) learning through experience. All
these outcomes are highly relevant to both the two major goals of
the current study and to the specific creative writing learning
objectives.
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Theoretical and practical implications of the findings. The findings

clearly support student-centred learning theories. Role play as an
indirect teaching strategy had a positive effect on the Year 9
students' creative writing achievement and on their attitudes.
Student-centred learning necessarily involves collaborative
processes where students communicate and solve problems both
independently and with the teachers' guidance. The findings also
support holistic learning theories closely associated with the
humanistic approach: through role play students utilised the three
domains of learning.

The current study involved the dramatic

strategy of role play being utilised in the English classroom. The
strategy was shown to be more effective than the variety of
traditional teaching strategies used with the traditional group. This
finding supports the drama in education theories that highlight the
benefits of student-centred teaching strategies.

Finally, role play was shown to have a positive effect on students
creative writing achievement and attitudes: the process-based
writing approach was more effective than the skills-based
traditional writing approach in the teaching of creative writing in
the English classroom. Apart from the theoretical implications of
the findings concerned with role play, creative writing itself was
shown to have been both valued and enjoyed by both the
traditional and role play groups.

As secondary students have

been shown to resist writing in the English classroom, the
implication is that a focus on creative writing could enhance
students' motivation.

Rather than focussing mainly on
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transactional writing teachers could place more of a focus on
creative writing.

The main practical implication of the findings is that Year 9 English
teachers should utilise the role play strategy in their teaching of
creative writing. The broader implication, closely associated with
the effect of role play on student learning outcomes in general, is
that English teachers should incorporate student-centred teaching
strategies (indirect strategies) in their teaching rather than mainly
using traditional teaching strategies (direct strategies) as is the
common practice.

A further implication of the findings is that

language development was enhanced through the collaborative
processes of role play, therefore English teachers should provide
opportunities for their students to collaborate in a social context.

Together the theoretical and practical implications of the findings
support an argument that English teachers need to reassess their
teaching practices to evaluate whether they have utilised the
teaching strategies that best match the learning goals: this means
for many teachers a need to incorporate student-centred strategies
such as role play into their teaching. Thomson asserts that 'Every
thing a teacher does in a classroom is informed by a theory of
learning, whether the teacher knows it or not ... there is a need to
ask questions about the purpose and value of things we habitually
do in classrooms' (1992, p. 7).

English teachers have been shown to resist drama approaches for
various reasons; however if they try such new approaches and
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find that they work, their jobs will be that much easier. It was
evident in the current study that the students enjoyed both role
play and creative writing. It is important to note here that the
researcher, as the teacher, enjoyed her job too: the role play
classroom climate proved to be as stimulating and enjoyable for
the teacher as it was for the students.

It would be commonly

accepted by most theorists and practitioners of teaching that
teacher stress is a widespread problem and if student-centered

'

learning strategies, such as role play help reduce such stress,
then this is a very important implication for education in general.

Limitations
The current study had five limitations: (1) r8latively short length of
the experiment (ten weeks) (2) instruments were self-designed
and could not be evaluated as to reliability (3) participants' ability
levels (4) inter-rater results (5) variety of traditional teaching
strategies included a higher degree of student-centred strategies
than was suitable to provide a true control. Firstly the limitations
(1 to 4)

will be discussed as they can be briefly clarified.

Secondly, limitation 5 will be discussed and clarified.

The current study was carried out over one school term - ten
weeks:

a longer study, over six months, or a more intense

programme (2 lessons per week) would have been a more
realistic time-frame; however this option was not possible within
the constraints of the current study.

Ideally the research

instruments should have been tested as to reliability on another
group of 30 or more participants; however this option was not
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possible within the constraints of the current study. Participants in
the current study were considered to be average to above average
in ability levels in their English studies: the findings may have
differed if participants had had lower or other different ability
levels; however a future study could test this possibility. The interrater results have been previously discussed and it was noted that
a better procedure would have been to have had two outside
markers score the prose text instrument.

The fifth limitation was only recognised by the researcher when
she had begun her analysis procedures. In noting that some of
the traditional group participants had in their student comments
mentioned drama activities she realised that she had possibly
incorporated more student-centred strategies than she had
intended to into her 'variety of traditional teaching strategies'.
Traditional teaching strategies in the English classroom were
shown to be mainly direct strategies; however they did include
some component of student-centred learning such as small group
processes. The 'variety of traditional teaching strategies' therefore
used in the current study probably included too high a degree of
student-centred teaching strategies.

It is important to note that the researcher had intended to teach the
traditional group as well as possible, using the best traditional
strategies, so that the experiment was a valid one, as previously
discussed in the introduction chapter.

This well-intentioned

approach, however, probably generally affected the current
study's findings. One effect that could be linked to the findings
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related to student attitudes, where there was no real difference in
attitudes between both the traditional group and role play group:
both groups' attitudes were mainly positive.

The traditional

group's attitudes were probably so positive because they had
enjoyed the element of student-centred learning incorporated in
their learning. If the 'variety of teaching strategies' had included
more direct strategies and less student-centred strategies, as it
should have done, then the results of the current study would
probably have been even more in favour of the hypotheses: the
traditional group would not have achieved so highly or have had
such positive attitudes. In a future follow-up study the researcher
would improve the experimental design by addressing this
limitation.

Recommendations For Future Research
The aim of the current study was to explore and measure the
potential effect of role play on secondary students' creative writing
and attitudes in the English classroom.

As no studies of this

specific nature have been conducted there is a need for future
research in this area. This would contribute to the generalisability
of the current study's findings. A replicated study that took into

considerations the current study's limitations could serve as a
comparative measure. Also a future study that looked into, in more
detail, the qualitative findings of the current study is
recommended: the constraints of the current study meant that the
researcher should not investigate in detail the rich data that was
generated in the students' creative writing throughout the
intervention. A study of this data could investigate and/or measure
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the effect of role play on creative writing in relation to important
learning outcomes in general, such as language development,
rather than focussing mainly on creative writing achievement and
attitudes as in the current study.

Conclusion

The current study's findings have shown that the Year 9 students
taught by the strategy of role play demonstrated better creative
writing achievement and generally more positive attitudes than
students who were taught by traditional strategies.

It was

originally proposed that teaching strategies that incorporated
student-centred learning, a humanistic approach and drama in
education could best meet student learning goals. The role play
strategy has been shown to be ideally matched to creative writing
in the Year 9 English classroom.

It was also previously acknowledged that while a teaching
approach that embraces student-centred learning, humanism and
drama in education is the ideal, there are contexts when direct
teaching strategies are more suitable.

It is recognised in th<·

current study that while role play has been very effective in the
current study's context, other teaching strategies could also be
more effective in different contexts.

What is important is that

student-centred teaching strategies should be utilised when they
have the potential to best meet learning goals. The two major
learning goals proposed in the current study were: (1) students
become independent and creative learners and thinkers
students are enabled as social beings.

126

(2)

The current study's

findings relating to student learning outcomes are reflected in
these two goals.

Essentially, role play incorporated in a

humanistic approach to teaching can offer students, teachers and
society the opportunity to reach their creative potentials. Words
from a statement previously presented in the introduction
encapsulate the researcher's overall view of both the current
study's findings and her viewpoint on teaching values and
practices:

Putting humanistic thinking to work is not misguided.
Ignoring its message is a tar greater error.
Humanistic education maintains that what students
experience about themselves and their world is tar
too important for education to overlook. Instead such
human considerations must be included in every
aspect of educational thinking and practice.
(Coombes, 1990, p. 22)
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Appendix A
CREATIVE WRITING PIECE

Date:

Name...................................................

Assessment Criteria
As a reader I am looking for effective writing - writing that has an
impact on the reader. I will not be focusing on spelling etc. The
focus is on what and how you get your story across. The writing
you do will be assessed on the following crtteria (which is listed on
the assessment sheet):
1. tell your story your own way (originality and effectiveness of
character/s and events)
2. choose the language tha: best suits your characters and events
(appropriateness and expressiveness)
3. focus on making your story effective (make the reader
interested in what you write and how you write by using
your writing skills and imagination)
4. demonstrate your creativity and imagination (choose the form
and style that suits your purpose-you may include poetry
etc)
5. a minimum of 1 page, but you may feel you need to write more
to make your story effective.
Choose one (1) of the following titles for your creative writing
piece:
The Game
The Stars Came Out
Eldrid
A Song For Kim
Island
You have to the end of the period to plan and complete your piece.
If finished earlier edit your piece, then you may silently read. Any
questions?
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Appendix B

Prescribed criteria for marking creative writing achievement:
(1) refer to normal English standards for Year 9 (2) refer to first
steps criteria (3) refer to students' criteria written on top of their
creative writing piece instrument for both pretest and posttest (4)
refer to in-class test conditions
no prior plan or teaching,
instructions, in 40 min. session (5) give a grade from F to A+ (6)
indicate elements of content and style by (L)Iittle, (S)sorne,
(M)many aspects. First Steps narrative criteria below:
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ditcloL< oo <hot "'"'"-"' i•moinlaint>l
inoi.0.1 P"'i<:lllo<f<-<tUIUO/wcll-l;no..,
,.,,._,_.rom,.,u./oory ,Iori«- mymo,
rh)lhrn md r<j><titioo • 'RUl1, run u 1&11" Y"'"

•

u.., fowl>o~c=cctiv01

o.r.and,lh<n

chonaa I rom ...nun, in lhird po:nm to,..,;,;,~

!olh<fim """""
rudy""' din=<• IJ'<"th
h" 1<>110 d~liailty in m>.huGun1

-·

l:ompllotlon
Tho child'
+ nlo<r4< lloo Jll.l ~1 ill<l""i•g.,.. llolr11 •••

C<>~tirt<n\

•-pU(alio•

Tho child'

l<lpi'O\'l&>..,.,dcocrif<ion

+ uo,.,. ou;, •1<-ou. lop!.l<'lo ...,.,lAo

'"""!"-'

··-

q...,,;.., tnlrtoto ct\hance m"""inJ aood <"'-'"'

Thodilld:
...V.utllwp/< <1lllif>i., 'l· 'l•rlli,.p.'
il dillladl"' wriL< •• ..-.fi,'

... dilfio:ullymohtlaininJ o poinl o( vi<w, <-1
m1y 1L&rl writin1 in <he third ptrwn ..,d
•llitclt to fint penon
«111junctiooo e r. ro, bo:..u•o, 'L/,.

f""'•

"'" ""''ol

Raolu!I<>O

ThochlJd,
•

•'ll"'JJU ..loiM/1611 ~/rW,;onJ/~1 II o,/1111
pno/it14UI u4 •Di ,.., •~«11/od, •-:- '11-..

•imr.._•

"'" =rrinJ lhem<l, '·l·lood lriumplu OYOf
evil
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Th•cll~d:

•

"'"'"'"""""'""

JOriCnU~<• oo oui1odc"" W1po>oiticn
ofckorO<t<n

Cornpllcollot1
Tho<ltild:
4<..lopt •• ollb.rottl "'"1 W.11MI It
co/ot</N oooJ <Diol"'>rl
eloborolts ond !tiOI"'I eo<lt <<>ttplicooi""
in epi!Odcr
invi~ lt>d«IO /~1 in do:ullr
rnoniporl•~ tile ...o;.,..,. by tho ore of
ru<p<nl<, tdecu•ciY Woclorirol irolonn•tim
de•dopo <-luonc.., ond Jivcr lh<tn oubrl&ltc
oCfll<dioJ I<> lhcirimporunce 10 lhc !home oo

+

""

.J•bon1u <lt&naor~ urirog

••« """"

'""Y"'.,,_,,,...,,w,..,

••riou• dovka

10dr., d;iolo>guo

pmi<l« inriaht inr.o <h&ncton' r.. linlt
elicits omot.i<><al ltiJ""''C! {IQll r-Jcn by
coro!ul J<leetioo of>0<.1obolo<y
dnw, tho
iniO lho rwntiv< bjllhc ""
ot>ariouo dovka tudr u imll<<y, mctopl>l•
.moUnilc
mllrc1 dft<ti.. "' ot dill"'""

,._.de,

R...r.u ...

•

till<IOtonlali .. r-!c~lllo moyhO><I
do.il m<~nUor. <.J· The Loll Race
lh"""' .. id<oce o( ln""""i•• ore of 11~ry
d<n1m11
P"''/1" •l'l'"'prW< ti<•dl"' "'"b/U~
nllri•••h;,>IH!otdO mdnt. u i ~"'""
0101

uoer ,imilco,odj«ti>.il 1M odva!>ill doU.OI
1r><1 phn••• to olobonte
<»mplu cc.'liuncli"''• '·I·
n.. cnh<lcll ... , aloerwUc
.. ar;c, """"""' len&th &nd punct••tion 10
ch..,go lhol"« oflho >loty
UICI dialo>guolo<m.nccpl'"'r.d <ltor><Ut!

copieo """pUcotionr c., w.Jl-tnown '"""
r<tteo olmo<l cntil'cly on l<li<ll" of lh<
<hlriCICn I<> dc-..:lop pl<>l
namu ..- montioor <h•II<Un "'"" 1hcn II~< oo
lullh"po" in lloo: n&mtivc
ini<Od"""' cha:«t<rr "'"'""' ind,colinJ -..ho:«
lh<y cam< lmn o.- why lhoy flovo: lpP<Ir<d
d""' 1\01 clobonlc ordoocribe chuooaer ltlill
UK> 1 !itnll<d llllonbcrof oolj«<i .. o .,d l.dvcr\ot
writ<l ton•<H~Iioo bot <he ,..doth"
dilfi<:lllty;, decidinl "ho ,,;J ooh.Jt
dU.a 1poech, .,clamolioo oru:l

RHOI•Uon

+

fhohed ... '

~"·

.,..,.,..., <m<Uono

irocludcr dcuil• o( toltin!lhll a/foci ohc
dc-w.lopmono or lhc plot '
""' do~<tiru" ,r,,.olo.t chO,..,criniion
"'""'"""'"'"'"'ding of <ltor&OI<r '""""Ypc>,
•·I• 'Wilthc1 oro .. ...,_.
U.<iod<f lnilloH<t now/ dmlopftl /Plio •
'""'pUcoli""
Wllltl,oldo """' in/ormotioo 10 bolld Ill'
nuintoin """""'
mohl In< o/ <-n•i""""<ntol/o<torr lo build
ruopcn "· e.g. 'lh""dcr rolled, li~ hlnin1

•

won!, •·I· ·.. ,., V<ly, ""'Y t>;l or'•-·
hu dilliculry "~Una infcmn>tion ""' i•
J<llenlljr CCQV<)'<d io foco·to·f•« C<Jm'<t<otioru,
O.J.obo~>~<eol f"""<UUItioo ond odjo<t;voolo C<><rl·
muniQlle lhmll lil<o '''"'"' .,d fociolupreuion
f1nd1 il di!fi«JII IOd«<nbc: <>!h.,. &I "parato

Orlootto!loo

~

includ<o ov.nu ...n.i<h may bo randomly
~

CONSOLIDATION AND
EXPANSION

TRANSITIONAL

R<OOJ~Uon

.,.,/nci.Jo .,ol»lll.., co,...,.uorc..Jo

r..JI«Ii.. •~a~-•••!

Thodilld:

•

th.,..o inl<rploY bctwoon chanot<n &nd
<onlli<lllnd !Uol•«al lout
tho
catfliru

'"'""of

•

/o-··-bul..,

~u.u-ou.,.-,..tn..-/Jo;.Sof1

I<IIUIJiolorrlJolfouNI'IO/i,.caou<onrl

lbowo into<phy bctw""' dun<Un ond
COOfli<ll &nd raohocl c:oo/li<ll

is olololo lnlelp«t

<"""" im..inati-..:ly

Appendix C
Pre-prose text (3 pages)
(note herein material has been reduced [photocopied] for
formatiing purposes of the current paper)
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Post-prose IE1xt (4 213 pages)
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Md /he,_ wd .k rtr/if -~"
d!Jwf. ~an /(,",f. Y"u _low .fr!Uit tl~fer.'

"yu ,
:: '/!fit

Loved. ,S/u h-eals me so ro-/9', / c«rr /
.fo.;-c( 1 ' / 1A ,.,..:% lutYI ;'"'!f1.'1dH?," .
JI!J mt•&er sn,/1:. _,yj/,~'7 ;ti<«na.hu(Y.

So tr'!)
P't<; 'Y';

"'1'1'

j!CC5c

tU?C:

4~:(

:;~"?

.-,~,:

n;!.i- 0':.Y'-"' /w<k.-y

,t.t/.5

)It"

-"\.i

c/f n

y'k

,0,-~

<v't!.<?.k,

tOte

I t'<callcct .,!/.:.,-/ cv-,.,•/
<6?71'C'0'ti-hcn ati•?d ,r-?
ft.;#':;; ffi!:c0~cX. I ,.,,..,,t;,t
feel r-y kvr clttr'"', tUl<'. J//ce-R' ti.cr lcY'y
.j'!,,j ""'J'lil t/5

1

:>Urt
~

II

Hi,

f Cch..-ul

,r.R_

5/u.

gyf.c;( ,;., .<>:e.

"

" I'm .5Gfry fc.y

Ct1itf''J Jt.Yl-{

s,,c/~ ;.,'t;./;(.J

5an.u(, 1/-s

;:"'! f:udl-- '
;fo.
·· I -ht.lkecf
ccaid~·(

.fz, yn·'
jC:'.'"

tMc>

f'A'' cot/r:- <?1!J -m~.t,. l''l?ck,

" I chc-~ -Jr.. ''
.. 56Ynf ,,

,. ( ,,!fu;,

.!J.f'J'l'i: j,,~.,_,J'/,-1

1/1~ r11<'l"'

)'y

1/1

>f'.,.,

n,/-uj

!J'n.urA: v,stlet( . .¢..e #J.ta /.:#' <""<" hdtrc ,;
_
,vzl;,-..: lc/~ , Y62t'N -" ,: "€t?Jc?'7 ·""" 6.? ..r c:Yy. ·
IJe sat '"' S!ltlfc(' fo tl _Jut(, N<i.J:rc~
ea c/, o#w t<Lc/llz-.(:;, 1./kl't c;, liz'/ ole t~ {al<!:f

J
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Appendix D

QUESTIONNAIRE

YOUR

FULL

NAME

.................................. .

PLEASE PUTTICK IN SPACE TO INDICATE YOUR RESPONSE TO THE STATEMENT. CHOICES
ARE STRONGLY AGREE (SA). AGREE (A). UNCERTAIN (U), DISAGREE (D). STRONGLY
DISAGREE (SO).
SAMPLE:
I like filling in questionnaires
This answer indicates that you really like filling in questionnaires.
If you make a mistake cross out your tick and tick your new choice.
This indicates that you dislike filling in questionnaires:

SAAUDSD
(J)()()(){)

(I)()() (0:)()

Please respond to the following statements:

SA A

1.

( ) ( ) ( ) ( ) ( )

Creative w;iting gives me freedom to use my
in the English classroom
2.
Improving my creative writing skills is important
to me personally
3.
I think creative writing skills are very useful skills
4.
I think creative writing is a waste of time
5.
I really enjoy creative writing
6.
Functional writing skills(eg essays, reports, letters)
are more important than creative writing skUJs
7.
I enjoy listening to or reading other students'
creative writing
8.
Creative writing lets me use my original ideas
9.
Creative writing is boring
10.
Creative writing helps me express my feelings
11.
Creative writing is interesting to read
12.
I would like to do more creative writing in the
English classroom
13.
I would prefer to do other types of writing rather
than creative writing
14
Creative writing Is of little value to most people
15.
Being able to write creatively is important at
school
16.
Being able to write creatively is important after
leaving school

U 0 SO

imag·~nation
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Appendix E

Te.. .......... pl~

YOUR FULL NAM.E ······~············· .. •·••··•···•·•

QUESTIONNAIRE

PLEASE PUT T!CK IN SPACE TO INDICATE YOUR RESPONSE TO THE
STATEMENT. CHOICESARESTAONGLYAGAEE(SA), AGREE(A),
UNCERTAIN (U), DISAGREE (0~, STRONGLY DISAGREE (SO).

SAMPLE:

SA A

U

0 SO

ttr!ing in questionnairos
(../) () ( ) ( ) ( )
This answer indicates that you really like filling in questionnaires.
lli~.e

lf you make a mistake cross out your tick and tick your new choice.

This indicates that you dislike lilling in questionnaires:

{I') ( ) ( ) (.;t(.) ( )

P'='s"" C+
Please respond to the iollowing statements:
Creative writing gives me freedom to use my
imagination in the English classroom
Improving my creative writing skills is important
C+ 2.
to me personally
C+ 3. I think crealive writlng skills are very useful skills
I think creaHve wriling is a waste of time
- ~4.
I really enjoy creative wriling
5.
-R 6. Functional writing sk!lls(eg essays, reports, letters)
are more important than creative writing skills
C+ 7. I enjoy listening to or reading other students'
creative wriling
Creative writing lets me use my original ideas
8.
Creative writing is boring
9.
c. T 10. Creative writing helps me express my feelings
Ct 11. Crealive writing is interesting to read
12. I would like to do mare creative writing in the
English classroom
-R, 13. I would prefer to do other types of writing rather
than creative writing
- R 14 Creative wrlting is of little value to most people
c+ 1s. Being able to write creatively is important at
school
C+ 16. Being able to write creatively is important after
leaving school

Cl-

I.

c ...

C+

-t..

C+

s

4- :3
SA A u

- R=lllej
2

D

I

SD

(I (I II II II

Ro.~~

ao-

II II II II II
11111111 I I

II II II II II

11111111 I I
11111111 I I

II II II II II
II I I II (I I I
1111(111 I I
11111111 I I

II (I II II II
II II II II II
1111(111 I I
11111111 I I
11111111 I I
11111111 I I

Short Answer Section
17. Please comment on the creative writing programme you have participated in
over the past 2 months (could include evaluation of activities, content etc)
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Appendix F

Short Answer Section
17.
Please comment on the creative writing programme you have participated in
over the past 2 months (could include evaluation of activities, content etc)
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Appendix G
Student activity journal writing (low achievement)
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Appendix H

Student activity journal writing (high achievement)
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Appendix I
Lesson 8
Objectives

i.
2.
3.
4.

List characteristics of narrative poetry
Dramatise a narrative poem
Write a narrative poem
Discuss poetic language

Resources
1.

Photocopies of various narrative poetry (including teacher's poem)

2.
3.

Handout on poetry (from last week's Jesson)
Students own lyrical poems

Activities:

Traditional& Role play Groups
1.
Students in pairs read partner's poem and discuss a. feelings & ideas b.
effective language c. genre characteristics

2.
3.
4.

Teacher exposition of narrative poetry and reading of her poem(no~ing
above points a, b & c; use of metaphor; conflict and plot)
Students in groups read poems on teacher/student theme and dramatise
poem for performance
Students write a narrative poem using either their character from role
plays or an experience of teacher/student conflict they've had or can
imagine

Lesson observation notes
Traditional
Students were keen on role playing the poems. The texts were a basis
for the students' work and groups showed their expressive abilitiesrelating to the ideas and feelings. Some groups were cohesive, while
others took quite a bit of time to work out their parts.
2."
3."
4.
s•
Observed behaviours: 1.
Role play
I was surprised to see some of these students perform their poems. One
group of three boys was so immersed in the acr1on that one boy swore
(uncharacteristically as in the class situation) and all were very confident in
movement and speech. Another group went beyond their text and
explored an issue from the text in a completely different situation. All
groups worked completely independently from me. I didn't need to be a
guide and the groups seemed to have full confidence in their own
interpretations and performances.
Observed behaviours: 1."
2."
3."
4."
s•

160

Appendix J

ENGLISH GENERAL 6.1
UNJT DESCRIPTION
In this unit you will study the following major
1.

ar.~as:

Sequence of events and selectio11 c.f d'~tail in bio.graphical and

autobiographical texts.
2.

Television

news, documentary or curre:11. affairs programmes.

3.

Sub-genre of novels and short stories: eg., romance or science
fiction. •

4,

Forms of narrative and lyrical poetry.

5.

Drama: from script to performance.

UNIT OBJECTIVES

This unit will aim to develop your ability to :
1,

use the coilventions of standard English in writing;.·

2.

prepare and participate in a range of on!'l·IO·one, individual and
graded oral language activities.

3.

understahd, order and convey facts, ideas, and opinions in a va{iety
of comprellending and composing situations.

4.

understand and respond to structure, style and tone, and vary
language according to audience and purpose.

5.

understand and use a wide vocabulary.

l\SSESSMENT

In this unit you will be assessed on many student activities. Your teacher
may select from these and add others they see as appropriate to provide a
balanced assessment of the unit's objectives. You will be assessed on a
formal and informal basis. However, SEVEN tasks are formally graded.
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COURSE OUTliNE 6.1
W•<k Reading actlvllies: fearures of"b!ographlcavaulob!ograph!Cal lex!s. Read variety
1

of forms of biographical writing, Revise differences bc!weon lictlon and non·
liclion. No!O·maklng from fibrruy research. Nofo.maklng from cla:;s di::cuss!on •
. Begin reading autobiography ( To Sir Wilh Love, Bay, Diary of Anne Frank, Black Like
Mo ).

Week Continue reading novel. Make notes on sequence of events and selection of detail. Report
2
ro class on features of a blograpll!cal teXl Write an episode yom your autobiogr.Jphy.

W•<k V1ew and make notes on lefevlsion news programmes. Prepare lor group discussion on
newsworthiness, bias, etc.,). Write own news Uem from two dil/erent viewpoin!s.
Prepare for essay In class on telcvison news. Write about cliaracler /rom novel.

'

Week Begin second novel. View TV documentary, Compare news and documentary treatmenl of a
current Issue. Wrile a lcller to the Editor or an Editorial on a conrrovcrsial issue.
Wrire media essay in class rime.

'

W~ek Progress report ro class on novel. Prepare lor oral review. Read varie!y of narrative

5

and lyrical poetry, How Is !heme developed in poorry? Write own narrative poem aboul
an importafll event, Read own narralive and lyric poem lo class.

Week Oral review o/ second biogr<Jphical novel. Read and make nro:t)s on sl1ort stories /rom
6
love, Science Fiction and Humour sub·genre. Revise !'!oms ... plot, character, selling and
significance ol conmcllo shor1 stories. Wrfle a parcc~y of a zhor1 story sub- genre.
Begin reading nove! ( Z lor Zachariah, The Chrysalids, Fahrcnhcit451, A Patch of
Blue, Summer of My German Soldier)
Week Read play in class.Write aboul dramatic eremenls: character, setling, conflict ere.,

7

w...
8

w...
9

w...
10
(n.b.

Discuss staging a play. Group work on a scene. Rcvi:;e technical terms ... set, sound effects
etc., Write about a scene as the d1rector.
Novel study. De/ailed study of characters, selling and plot. Read omd wo~hop a scene
from another play.
Prepare lor essay In class lime on novels and shor1 stories. Give a prepared talk or1 an
aspect of novel. Prepare for a test on term's work.
Your teacher may choose to vary !Iiese acriviries)

CORE GRADED ACTIVITIES
1.
2.
3.
4.
··5.
6.
7.

Write an incident for an autobic...,.aphy.
Write about the author of an autobiography
Write an essay on television news and/or documentaries.
Present a pcietry reading to the class/ give a prepared talk on a novel
Write·a parody of a sub-genre of fiction,
Write about staging a scene from a play.
Write a~out a sub-genre of fiction.
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Appendix K
Lesson 1
Objectives:

1.
2.

read short story science fiction (selected sub-genre)
comprehend elements of story (content & r.tructure)

3.

list specific significant elements contributing to effective story

Resources:
1.
2.

photocopies of The Pedestrian by Ray Bradbury
worksheet of questions under headings (significant elements):
a. introductory paragraph

b. mood/atmosphere

c. detail
f. title

e. conclusion

d. dialogue
g. situation/issues

Activities:

Traditional Group
1.
listen to teacher & class mates read short story aloud
2.
small groups discuss assigned elemen1/s of the story
3.
each group prepares a written response for whole class oral report
4.
class lists headings and their significance to content /structure story
5.

class discusses groups' answers through probing questions

Role play Group
1.
listen to teacher & class mates read short story aloud
small groups discuss elements of story in preparation for role play scenes
2.
3.
groups perform role play focusing on assigned elements and scenarios
4.
class lists headings and their significance to content /structure story
5.
class discusses groups' performances through probing questions
Lesson observation notes:
Traditional Group
The class worked well. Each group completed oral report. The class
were animated in their response to the story and to groups' reports.
need to complete Jesson next session (two groups still to report).
Observed behaviours: 1.
2. *
3. *
4.
5.
Role play Group
Class worked well as above. Role play groups used the text as a basis for
presentations in various ways. Some groups took words straight from the
text while others only referred to the text through similar setting and
characters. One pair did a scene with two robots commenting on the
humans. We ran out of time and missed two other the presentations.
Observed b::lhaviours: 1.
2. *
3. *
4.
5."
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Lesson 2
Objectives
1.
read exposition of novel
2.
Jist supporting details for character, plot and setting
3.
discuss character in relation to setting and events
Resources
1.
text Ender's Game
2.
teacher notes re exposition
Activities:
Traditional Group
1.
review elements of science fiction stories in journal
2.
writing predictions of text through attention to title, cover and blurb
3.
reading exposition aloud
4.
listing details for character, plot and setting
5.
whole class discussion of character in relation to the events and setting
Role playGroup
1.
review elements of science fiction stories in journal
2.
reading exposition aloud
3.
listing details for character, plot and setting
4.
individuals write in journals as Ender, Peter or Valentine
5.
teacher interviews characters (in role) about their feelings during and after
fight
Lesson observation notes
Traditional Group
Readers were enthus·lastic and expressive in their reading. Some
students dismayed by the size of the book when informed that they were
required to read it in the next two weeks. Discussion of characters was
lively.
Observed behaviours: 1.
2.~
3.~
4.
5.
Role play Group
Again the class read well though individuals were not as in character as
traditional group. This is due to most of tt1e students not being as
confident in their reading. It was interesting to see female students take
on the role of males, however, the reverse did not happen. VI/hen I talked
to the students (in role) they responded as the character. I find I am
running out of time each lesson in giving and getting adequate feedback
from both groups.
Observed behaviours: 1.
2.*
3.*
4.
5.*
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Lesson 3
Objectives
i.
write a description of setting for battle room
2.
relate character, events and conflicts to setting to be aware of links
3.
construct setting details and dialogue for selected scenes
Resources
i.
text Ender's Game
2.
scenario cards
Activities
Traditional Group
i.
Questioning tor relationship of setting to mood/atmosphere
2.
Writing in journals re battle room setting
3.
Small groups discuss scenarios and construct setting details and
dialogue
4.
Groups present ideas and students make notes as to effective details
5.
Discussion of student's ~.ettings and the relationship to character events
and conflict
Activities:
Role play Group
i.
Questioning for relationship of setting to mood/atmosphere
2.
Writing in journals re battle room setting
Small groups discuss scenarios and construct a role play to convey
3.
character, events and conflict
4.
Groups perform role plays and class takes notes resetting, character
events and dialogue
5.
Discussion of student's settings and the relationship to character events
and conflict
Lesson observation notes
Traditional Group
Students' details varied in their depiction of the battle room. The text did
not offer many concrete details therefore the students used their
imagination and pre-conceived ideas about science fiction and/or military
settings. While two groups presented details for their settings, the other
two other groups gave very little and no details tor setting. A discussion
of narration and dialogue arose when groups were not distinguishing
between the two modes.
Observed behaviours: 1.
2.*
3.*
4.
5.
Role play Group
Students presented detailed battle room settings. They were imaginative
in their variations on colours, textures and shapes. The settings
responded to the logistics in the text. Only ten students were in class
(others away on tours etc); however the role plays were well done. The
first group's was short, but active. The second group were expressive
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verbally while drawing mainly on the text. The third group presented their
own dialogue and actions in a very enthusiastic role play (one girl knocked
over a desk 'in character'} that seemed to reflect both the text and the
students' ideas. The fourth group did not get time to pertorm.
Observed behaviouis: 1.
2.*
3."
4.
5. *

Lesson 4
Objectives
1.
Closely analyse a passage of text
2.
Write a letter as a character from Ender's Game
3.
Define expository and creative writing
Resources
1.
Text Ender's Game
2.
Handout for creative writing guide (Inside Story}
3.
Handout for narrative plan (First Steps)
Activities:
Traditional Group
1.
Students read p.227~231 or p. 313-315 text
2.
Small groups discuss the characters' feelings, actions alid motivations
(Bonzo, Ender, Petra and Mazer)
3.
Students write a Jetter from Ender to Valentine about situation
4.
Discussion of the impact of the book on readers (effectiveness of writing)
5.
Reading handout on creative writing redefinitions
Role play Group
1.
Students read p.227-231 or p. 313-315 text
2.
Small groups perform a role play
3.
Students write a letter from Ender to Valentine about situation
4.
Discussion of the impact of the book on readers (effectiveness of writing)
5.
Reading handout on creative writing redefinitions
Lesson observation notes
Traditional Group
Small group discussions were generally on task. Some intense
discussion went on about feelings of characters eg whether Ender was
afraid or not in shower setting. Students were able to write their letters
without structure or guidance. They seemed involved in the task. There
was only a small amount of time for students to peruse creative writing
handout.
Observed behaviours: 1.*
2.*
3.*
4.
5.*
Role play Group
Role plays ranged from brief realistic portrayals to longer stylised
depictions. Groups used dlalogue from the text as well as making up their
own in the context of their role plays. Students wrote letters in character
and were involved in the task. I found I did not have to guide role play or
writing task. Students discussed their role plays and did not require any
assistance when it was offered.
2.*
3.*
4.*
5.*
Observed behaviours: 1.*
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Lesson 5
Objectives
1.
Review characteristics of science fiction through comparison to fantasy
2.
Evaluate Ender's Game in terms of effective writing
3.
Speculate on how writers get ideas for writing
Resources
1.
Ender's Game text
2.
Handout about creative writing ideas (Inside Story)
3.
Teacher's plan for science fiction narrative short story
4.
Photocopies of narrative plans (Stepping Out)
5.
Teacher's visualisation journey
Activities·.
Traditional Group
1.
Overview of lesson and reminder of in-class short story writing next week
2.
Teacher exposition of characteristics of science fiction and fantasy
genres
3.
Students read ideas lrorn creative writing handout and compare to Card's
ideas (referring to Card's introduction)
4.
Students write and Lesson observation notes of Ender's Game
focussing on their personal opinion and its qualities (effective writing,
setting, characters, plot)
5.
Students in small groups complete 'atmosphere' activity from creative
writing handout to practise setting for own stories
6.
Nominated students report back to class on ideas for setting
7.
Teacher models her plan through exposition and black boarding of plan
white students peruse narrative plan handouts

1.
2.
3.
4.

5.
6.
7.

Rote play Group
Overview of Jesson and reminder of in-class short story writing next week
Teacher exposition of characteristics of science fiction and fantasy
genres
Students read ideas from creative writing handout and compare to Card's
ideas (referring to Card's introduction)
Students write and Lesson observation notes of Ender's Game
focussing on their personal opinion and its qualities (effective writing,
setting, characters, plot)
Teacher takes students on a visualisation journey after explaining its
poss"1ble use as a technique for ideas for wr"1f1ng
Students write a description of the room and dimension they journeyed
to or ideas for setting if unable to complete visualisation task
Teacher blackboards her plan for short story while students peruse
narrative plans

Lesson observation notes
Traditional Group
Students completed tasks. Discussion was teacher-directed in first half of
lesson and more student-centred in second half. Each Jesson has been
intense in regard to covering content and completing activities. The
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students have been positive during the lessons even though some were
not particularly keen on science fiction.
Observed behaviours: 1.
2. *
3. *
4.
5. *
Role play Group
Students were willing to participate in visualisation journey. They were
told to close eyes and try to relax. Some students may not have been
keen but all co-operated. Most students wrote at length about their
journeys.
Observed behaviours: 1.*
2.*
3.*
4.
5.

Lesson 6
Non-teaching lesson
Both groups had an in-class creative writing assignment under test conditions

Lesson 7
Objectives
1.
define lyrical poetry
2.
read lyrical poems noting characteristics
3.
discuss ideas and feel'lngs expressed in lyrical poems
Resources
1.
handout re poetry (Inside Story)
2.
copies of Beatles' She's Leaving Home
3.
tape of She's Leaving Home and cassette player
4.
copies of various lyrical poems
Activities:
Traditional Group
1.
overview of poetry component and assignment
2.
writing short poem to link emotion to description indirectly
3.
discussion poetry as creative writing in terms of 'Writing with Three Eyes'
exercise in handout
4.
reading lyrical poetry on bird theme (include teacher's own poem)
5.
discussing in small groups selected poem
6.
defining lyrical poetry
7.
listening to She's Leaving Home tape and reading text
Role play Group
1.
overview of poetry component and assignment
2.
writing short poem to link emotion to description indirectly
3.
discussion poetry as creative writing in terms of 'Writing with Three Eyes'
exercise in handout
4.
reading lyrical poetry on bird theme (including teacher's own poem)
5.
defining lyrical poetry
6.
listening to She's Leaving Home tape and reading text
7.
performing role plays in small groups using tape as catalyst
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Lesson observation notes
Traditional group
Most students were involved in tasks. Michael and David were talking off
task and Michael made an inappropriate comment regarding a girl's poem.
I reminded the class of the text as being a working text. I reminded
Michael that criticism of other students' work should be kept to himself
and rude remarks would not be tolerated. The session was intense due
to the amount of content to be covered. Students were asked to write a
lyrical poem on a parent/child theme as in She's Leaving Home for next
lesson.
Observed behaviours: 1.
2. •
3. •
4.
5. •
Role play Group
Students' poems demonstrated their general fluency and knowledge of
content and structure. David was talking off task and was reluctant to
write. Students were keen to do role plays and the first group adapted
the girl's role to a less passive one compared to original text. The second
group stuck closely to the original text and were realistic in their depictions
of characters. There was not enough time to view all groups and
homework was set as for the traditional group.
2. •
3. *
4.*
5. *
Observed behaviours: 1:

Lesson 8
Objectives
1.
List characteristics of narrative poetry
2.
Dramatise a narrative poem
3.
Write a narrative poem
4.
Discuss poetic language
Resources
1.
Photocopies of various narrative poetry (including teacher's poem)
2.
Handout on poetry (from last week's lesson)
3.
Students own lyrical poems
Activities:
Traditional& Role play Groups
Students in pairs read partner's poem and discuss a. feelings & ideas b.
1
effective language c. genre characteristics
2.
Teacher exposition of narrative poetry and reading of her poem(noting
above points a, b & c; use of metaphor; conflict and plot)
3.
Students in groups read poems on teacher/student theme and dramatise
poem for performance
4.
Students write a narrative poem using either their character from role
plays or an experience of teacher/student conflict they've had or can
imagine
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Lesson observation notes
Traditional
Students were keen on role playing the poems. The texts were a basis
for the students' work and groups showed their expressive abilitiesrelating to the ideas and feelings. Some groups were cohesive, while
others took quite a bit of time to work out their parts.
Observed behaviours: 1.
2."
3.*
4.
5*
Role play
J was surprised to see some of these students perform their poems. One
grouo of three boys was so immersed in the action that one boy swore
(uncharacteristically as in the class situation) and all were very confident in
movement and speech. Another group went beyond their text and
explored an issue from the text in a completely different situation. All
groups worked completely independently from me. I didn't need to be a
guide and the groups seemed to have full confidence in their own
interpretations and periormances.
Observed behaviours: 1.*
2.*
3.*
4.*
5*
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Appendix L

RESOURCES
1.

The inside story: anthology of fiction and non-fiction texts.

(Robins, f. & E., 1995). Class text from school resources.

2.

Ender's game . (Card, 1992). Class novel from school.

resources.

3.

Self-designed creative writing programme lessons.

4.

English Unit Curriculum from Curriculum Branch (1987).
Obtained from school.

5.

First Steps Writing Modules. Obtained from school.

6.

Unit 6.1 Outline. Obtained from school.

7.

Researchers original poems and creative writing pieces.

9.

Various poems from school anthologies and researchers'
own poetry books.

1a.

Researcher's self-designed worksheets, scenario cards
and other various materials listed on lessons.

11.

Music tapes from The Beatles' song: She's leaving home.
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Appendix M

CONSENT FORM FOR PARTICIPATION IN AN INVESTIGATION (in accordance
with the guidelines recommended by the Committee For The Conduct Of Ethical
Research, Edith Cowan University)
PURPOSE AND PROCEDURES OF THE INVESTIGATION:

The overall purpose of my investigation is to enhance teaching and learning
processes in the English classroom. The specific purpose is to see whether role
play strategies will enhance students' performances and attitudes regarding
creative writing.
Students will be taught using the appropriate teaching strategies to enhance
their creative writing skills, therefore, the students should benefit from the
research programme. As the investigation's class programme complies with their
current class programme, no students should be disadvantaged in any way. The
investigation will be carried out over a period of 10 weeks.

The findings of this investigation could also be a benefit for society, in improving
teaching and learning processes in the classroom.
I am willing to answer any questions about procedures either personally (ph ........ )
or through my University Supervisor, ~:·arquam McKenna( ......... ).

Thank you for your consideration of participation. A parent or guardian will need
to sign this consent form as well as the participant.
TITLE The effects of role play strategies on students' creative writing
performance
!.. .................................................. have read the information above and any
questions I have asked have been answered to my satisfaction. I agree to
participate in this activity, realising I may withdraw at any time.

I agree that the research data gathered for this study may be published provided I
am not identifiable.

Parent/Guardian

Participant
Date
(signed)

(signed)

Investigator
Date
(signed)
Kerry Mulholland

(Honours Student and Principal Investigator from the Department of Language
Arts Education, Edith Cowan University).
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(Covering letter accompanying consent form)

Dear Parents I Guardians and Students,

I would like to let you know about an investigation I am conducting at( .......... )
Senior High School. My name is Kerry Mulholland and I am an English teacher
and a fourth Year Honours student at Edith Cowan University. I am familiar with
(........... )students as I have taught classes at the school on many occasions. I am
looking forward to having an opportunity to work with ( ........... ) students once

again.

I am undertaking an important research investigation focusing on improving
teaching and learning processes in the English classroom. Your child's class has
been selected by Mr (..... ), Head of English, and myself as the most suitable class
for the research. The students will have an opportunity to improve the1r writing
skills and, in particular, their creative writing skills. Their normal class programme
will be followed, therefore, students will not be disadvantaged in any way.

I have attached a formal consent form in accordance with guidelines for research
participants. I will gladly speak to any parent or student about my research and my
home phone number is(

).

Yours sincerely,

Kerry Mulholland.
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